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ABSTRACT  
The Guidelines for Induction and Mentoring and Mentor Teachers were published in 
2011 by the New Zealand Teachers Council. The Guidelines signalled a shift from what had 
been an induction programme based on advice and guidance to one that involved educative 
mentoring. These guidelines were developed to support the provision of nationally 
consistent, high quality, and comprehensive support for provisionally certificated teachers 
(PCTs).  
This qualitative investigation used an interpretative case study approach to describe 
what educative mentoring looked like in three New Zealand primary schools. Data were 
gathered using an online survey, interviews, recorded meeting and analysis of documents.   
The findings were that mentors and provisionally registered teachers had differing 
levels of understanding of educative mentoring. While mentors espoused using educative 
mentoring components (Education Council of Aotearoa New Zealand, 2015a, pp. 25-26) this 
did not appear to be happening in practice. This suggests the need for mentor training if 
educative mentoring is to become embedded. Mentors need training to understand what 
educative mentoring really means. In particular the elements of deconstruction (describing, 
analysing, and discussing evidence) and co-construction (setting new personal goals) were 
missing to some degree in each relationship investigated. The process of induction and 
mentoring is to develop practice and ultimately for the provisionally registered teacher to 
attain the Practising Teacher Criteria. However this study revealed that the developmental 
process of practice appears to be more focused on meeting the Practising Teacher Criteria 
than developing understanding through the setting of personal goals.   
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CHAPTER ONE: INTRODUCTION  
1.1 Chapter overview  
This thesis is a case study investigating what educative mentoring looked like in three 
New Zealand primary schools. It is an account of three mentoring relationships and the 
realities around enacting educative mentoring. Four years after a shift from an induction 
programme based on advice and guidance, to one grounded in educative mentoring, it is 
timely to investigate how successful this approach has been. Much thought and research has 
gone into selecting educative mentoring. It was seen as developing essential skills for new 
teachers in order to serve student learning (Achinstein & Athanases, 2006; Bradbury, 2010; 
Feiman-Nemser, 2014; McDonald & Flint, 2011; Thornton, 2013a). The purpose of this study 
was to investigate and understand how educative mentoring was employed in the New 
Zealand primary school. I recognized the challenge of moving from a being a tutor, to being a 
mentor and I wondered how teachers were managing this.  
The aim of this introductory chapter is to provide the reader with an overview of the 
study. It begins by defining terminology and providing an explanation of the primary school 
context of the study. The educative mentoring guidelines that are central to this study are 
explained. Justification of the aspects focused on for the study, follows. The significance of 
the study and my motivation for embarking upon it are presented consecutively. The 
overarching research question and sub-questions are stated. The chapter concludes by 
outlining the organization of this thesis.   
1.2 Terminology defined  
This section defines the terms of Provisionally Certificated Teacher, Practising  
Teacher Criteria, Education Council of New Zealand and the Guidelines for Induction and 
Mentoring and Mentors that will be referred to throughout this study. Table 1 summarises a 
recent change in terminology for the first three terms used.  
1.2.1 Provisionally Certificated Teacher (PCT)  
Teachers apply for provisional certification when they have successfully completed 
an approved initial teacher education programme in New Zealand or been granted 
recognition of an overseas teaching qualification. They then undertake a structured 
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programme of induction and mentoring, to enable them to demonstrate their competence 
in the Practicing Teacher Criteria when applying for full registration (Education Council of 
Aotearoa New Zealand, 2015a). Before July 2015, Provisionally Certificated Teachers (PCTs) 
were referred to as Provisionally Registered Teachers (PRTs). The attached appendices will 
continue to refer to Provisionally Registered Teachers (PRTs) as this study started in 2014.  
To avoid confusion teachers new to the profession will be referred to as Provisionally 
Certificated Teachers (PCTs).    
1.2.2 Practising Teacher Criteria (PTC)  
The Practising Teacher Criteria describe the twelve criteria for quality teaching that 
must be met by all fully registered teachers in Aotearoa New Zealand (Education Council of 
Aotearoa New Zealand, 2015b). These were first published in 2010 as the Registered 
Teacher Criteria.  
1.2.3 Education Council (EC) New Zealand  
The New Zealand Teachers Council (NZTC) was a Crown entity which was required to 
take account of government policy and set standards for teachers. Since July 2015 the New  
Zealand Teachers Council has been known as the Education Council (EC) Aotearoa New  
Zealand. The changes implemented by each council will be referred to during this study.  
Table 1:   
Change in terminology  
Prior to July 2015  From July 2015  
Provisionally Registered Teacher  
PRT  
Provisionally Certificated Teacher  
PCT  
Registered Teacher Criteria  
RTC  
Practising Teacher Criteria  
PTC  
New Zealand Teachers Council  
NZTC  
Education Council Aotearoa New Zealand  
EC  
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1.2.4 Guidelines for Induction and Mentoring and Mentor Teachers  
In 2011 the NZTC first published the Guidelines for Induction and Mentoring and 
Mentor Teachers. This signalled the shift from an induction programme based on ‘advice 
and guidance’ to one of ‘educative mentoring’. These guidelines were developed to support 
the provision of nationally consistent, high quality, and comprehensive support for PCTs in 
their first two years of practice and to enable them to become fully certificated teachers. 
For the purpose of this study the publication will be referred to as the Guidelines.  
1.3 New Zealand primary school context  
This study is set in the context of three New Zealand state funded primary schools.  A 
primary school in New Zealand caters for Years 1 to 6 (sometimes including years seven and 
eight, and referred to as a full primary). Students at this level are typically aged between five 
and eleven years old (thirteen for the full primary). An important feature of primary schools 
in New Zealand is that students stay in one classroom with one teacher for most of the school 
day and have the continuity of an integrated curriculum delivery.   
New Zealand schools are self-governing which means they are run by a board of 
trustees, the membership of which is representative of the school community and includes 
the principal and a teacher. The school principal is charged with the responsibility of managing 
the day-to-day operations of the school, the teaching and learning programmes and 
monitoring staff performance (Ministry of Education, 2013). The employment of PCTs is the 
principal’s responsibility and, depending on the size of the school and support available, 
schools may employ one or more PCTs. Larger primary schools may employ more than five 
PCTs if they have sufficient mentors available.  
Until 2011 teachers followed an induction programme of giving advice and guidance 
to teachers on entering and being inducted into the teaching profession. The current 
programme of educative mentoring involves a new approach in the induction process.  
1.4 Educative mentoring guidelines  
In 2011, the book, Guidelines for Induction and Mentoring and Mentor Teachers 
(Education Council of Aotearoa New Zealand, 2015a) was launched and since then New 
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Zealand schools have been resourced for this induction and mentoring process. This 
publication has twenty-six pages and is written in both English and Maori with the purpose of 
shifting school policy and practices towards an ‘educative mentoring’ approach.   
The Guidelines were designed to support professional leaders, mentor teachers, PCTs 
and the wider education sector. Central to the development of PCTs is for the school to 
provide a mentor for each PCT. A ‘high-quality induction’ programme is described as 
comprehensive, educative and evaluative . A comprehensive programme includes the 
elements of welcoming, professional development, evidence informed evaluations of 
professional practice and educative mentoring. The educative approach should be focused on 
enabling PCTs to learn and practice the skills and attitudes and attributes they need to become 
fully certificated teachers, not about progressing through a checklist of requirements. An 
induction and mentoring programme provides opportunity for formative and progressive 
evaluation for the PCT around professional learning ultimately leading to the final assessment 
of evidence towards meeting the PTC.  
This educative focus is relationship-based and a process by which the mentor and PCT 
co-construct learning from an inquiry approach using evidence from practice. It is recognised 
and resourced by the school and the Ministry of Education. Educative mentoring has been 
chosen by the New Zealand Teachers Council  as the preferred style of mentoring and provides 
“an experienced colleague with a dedicated time to guide, support, give feedback and 
facilitate evidence-informed, reflective learning conversations” (Education Council of 
Aotearoa New Zealand, 2015a, p. 11). The Guidelines state the following.  
An ‘educative mentor’ is not merely a ‘buddy’ providing emotional support and handy 
‘just in time’ tips to the PCT. Educative mentoring is a highly skilled and valued role in 
the profession, and mentors need appropriate professional development to learn and 
practice these skills (p.11).  
This study was an opportunity to investigate whether mentors had been provided with 
the appropriate professional learning and support to develop educative mentoring skills. This 
signalled a change from the previous role of a tutor of giving ‘advice and guidance’, to 
mentoring where the focus is on the mentor working alongside the PCT to co-construct 
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learning using evidence and an inquiry approach. These key ideas will be further discussed in 
chapter 2, the literature review.  
1.5 Significance of the study  
The purpose of this study was to investigate the educative mentoring practice 
advocated by Guidelines for Induction and Mentoring and Mentor Teachers (Education Council 
of Aotearoa New Zealand, 2015a) and to understand how these changes have been 
implemented by mentors in New Zealand primary schools. Uncovering how mentors and PCTs 
interact in a formal context and how practice has shifted from a tutor to a mentor, is of 
particular interest.   
Over the last ten years, national and international research, has critically reviewed and 
examined induction and mentoring programmes (Hobson, Ashby, Malderez, & Tomlinson,  
2009; O'Brien & Christie, 2005; Piggot-Irvine, Aitken, Ritchie, Ferguson, & McGrath, 2009). 
However research has been focused on mentoring programme design and improvement, 
however more research to enrich our understanding of how educative mentoring is actually 
implemented is essential (Bradbury, 2010; Devos, 2010; Feiman-Nemser, 2003). This is a new 
field and there is limited research on the topic. National research is becoming more 
predominant as educative mentoring is implemented and becomes embedded in our schools.   
This study contributes to the body of research around enriching our understanding of 
educative mentoring in the New Zealand context by providing additional data on what 
happens during formal interactions, for example PCT and mentor meetings or learning 
conversations. In addition, given that high quality mentoring should be recognised and 
resourced, this study reveals the extent to which this has happened in three primary schools.  
Resources need to be provided for the development of mentors to ensure that they are 
successful. This study will therefore assist the education sector, principals and management 
in determining what professional learning is needed to support mentors.    
1.6 Researcher’s perspective  
I have been a teacher for over 25 years and have acted as both a tutor teacher and 
mentor teacher during that time. Latterly I have mentored two PCTs using the present  
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Guidelines while embarking on my master’s study. I recall being asked to be a tutor teacher 
for a new teacher more than 10 years ago. My approach at that time was of an experienced 
teacher advising and guiding a new teacher. Now I have moved into a different role as an 
educative mentor, working alongside and focusing on the teacher as a learner for the benefit 
of the student’s learning. I see this new role as not teaching and telling the PCT but supporting 
them to enquire into practise, along with gathering new skills and knowledge myself.  
My experience has raised the question in my mind that, although we have been 
inducting PCTs by guiding and supporting them for many years now we have this different 
approach called educative mentoring, what does this really look like and how have mentors 
adjusted to this role? In the last five years, working as a mentor I have become familiar with 
the Guidelines since they were first launched in 2011. I have also attended the one day course 
for mentors of PCTs offered along with the launch of the Guidelines. It was challenging to find 
there were quite a few skills that I did not have as a tutor but were required in order to be a 
mentor.   
I am passionate about PCTs being well supported in an educative manner at the start 
of their careers to set them up with the skills and knowledge to be successful teachers. The 
task is no longer just telling what to do and giving advice to manage an immediate situation. 
Working alongside the PCT has meant new learning for me especially around the learning 
conversation. Being able to raise questions to engage the PCT in reflecting and thinking about 
practice by using evidence, identifying what went well and what didn’t, and selecting a new 
goal are essential learning. The skills required when observing a teacher in action and giving 
critical feedback have also been challenging and required new learning to be embedded. 
Therefore, despite having done university papers on the topic of coaching and mentoring I 
still found the subject challenging, and I wondered how it was for other mentors who were 
involved in changing their role from tutor to mentor.   
1.7 Research Questions  
The purpose of this study is to investigate the educative mentoring process in three 
New Zealand primary schools and to explore what was working, what was not and, what was 
needed, in relation to the educative mentoring guidelines (Education Council of Aotearoa New 
Zealand, 2015a). The methodology was designed to answer the broad question:  
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What does effective educative mentoring look like in the New Zealand primary school? 
These sub-questions further guided the research:   
 The word ‘educative’ is used in relation to the induction and mentoring guidelines, 
how is this term understood by mentors and PCTs?  
 How might the educative mentoring process be improved?  
 What skills and knowledge do mentors still need to embed?  
  
1.8 Overview of the thesis  
This thesis comprises six chapters. Chapter 1 sets the scene for the study describing 
the issue under investigation, the significance of the research and what motivated me to 
undertake it. Chapter 2 is a literature review that I undertook before embarking on the study. 
In it I describe the importance of induction and mentoring programmes for PCTs, and the 
rationale for the shift from a programme of guidance and advice with a tutor to an educative 
mentoring approach with a mentor. Qualitative research is described in chapter 3 as the 
appropriate methodology for this study with the intention of interpreting and understanding 
the reported practices of educative mentoring. In chapter 4 the findings are shared from the 
initial online survey, one-to-one interviews, recording a formal PCT meeting and an analysis 
of data in the framework of the three mentor and PCT relationships. Chapter 5 presents a 
discussion to answer the research questions. A concluding chapter offers specific 
recommendations for mentors and PCTs, explores the limitations of the research and suggests 
areas for future research.   
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CHAPTER TWO: LITERATURE REVIEW  
2.1 Chapter overview  
The purpose of this literature review was to explore what the change to educative 
mentoring involves. As described in chapter one, provisionally certificated teachers (PCTs) 
were supported in the past by an induction programme based around ‘advice and guidance’ 
with a tutor. Now educative mentoring with a mentor had been implemented as the preferred 
induction programme. Additional literature, explored as the study evolved will be discussed 
in chapter five.   
Table 2 presents an overview of the questions that guided the literature review and 
the literature examined. First, the importance of induction and mentoring for beginning 
teachers is discussed. The New Zealand context is then described. Next, a description of the 
previous induction programme and the resulting change from tutor to mentor is examined. 
This is followed by an explanation of the implementation of educative mentoring and what is 
involved. The rationale for this change from guidance and support, to educative mentoring is 
discussed and a comparison of the two induction programmes given. The conditions 
necessary for deliberate educative mentoring to take place are explained. Finally, a 
justification for what this study brings to the literature is presented.  
Table 2:   
Questions to guide this Literature Review  
Questions  Literature examined  
How have teachers been inducted into 
the teaching profession in New Zealand?  
The importance of induction for 
beginning teachers  
The New Zealand context  
What is the role of mentoring?  The previous induction programme  
Change from tutor to mentor  
The role of a mentor  
The implementation of educative 
mentoring  
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Why was educative mentoring chosen?  Rationale for educative mentoring  
What is needed for change to occur from 
guidance and support to educative 
mentoring?  
Comparing the two induction 
programmes for PCTs  
Creating conditions for deliberate 
educative mentoring  
What can this study contribute to the 
literature?  
The gaps in the literature  
  
2.2 The importance of induction for beginning teachers  
Learning to teach is a developmental process (Feiman-Nemser, 2003; Schussler, 
Feiman-Nemser, Diez, & Murrell, 2012) in which the early years of teaching play a pivotal part. 
Upon graduation from their initial teaching programmes PCTs are provisionally certificated. 
Two years of classroom experience enables the PCT to apply for full certification. PCTs in New 
Zealand are on their own in a classroom of students faced with the same responsibilities as 
experienced colleagues. Research suggests that the quality of their induction programme 
plays a significant role during this challenging stage of their careers (Cameron, Berger, Lovett, 
& Baker, 2007; Feiman-Nemser, 2001).  
Unlike other occupations and professions, teaching, historically has not had an 
induction programme (Darling-Hammond, 1998; Ingersoll & Strong, 2011). However 
orientation programmes for new employees, collectively known as induction are common to 
many blue-collar and white-collar occupations. Induction programmes are offered to 
individuals of all ages to meet a variety of purposes across many professions (Brondyk & 
Searby, 2013). For example schools’ of medicine and nursing implement induction 
programmes to enhance individuals’ socialisation into the profession. Many government 
agencies use mentoring to foster personal and professional growth. Mentoring in business 
and industry has become a common place practice as a strategy for recruiting, retaining and 
promoting potential talent (Brondyk & Searby, 2013).  
It is likely that there have always been informal relationships within schools that 
guided and supported new teachers into the teaching profession. However over the last 
twenty-five years more formalised induction programmes have increased in popularity as a 
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way to support PCTs as they entered the teaching profession (Brondyk & Searby, 2013; 
Ingersoll & Strong, 2011). Prior to 2004 the support and guidance given to new teachers was 
not clearly defined and was interpreted by each individual school. The first New Zealand 
formal teaching induction process, ‘Towards Full Registration: A support Kit for Schools’ 
introduced in 2004, was described as a ‘specific, school-based process designed to support 
teachers in a new school setting’ (Ministry of Education & New Zealand Teachers Council, 
2004).   
The rationale for teacher induction, is that although teaching is complex work, teacher 
preparation courses are insufficient in themselves to prepare new teachers for the classroom. 
A considerable part of the knowledge and skills required for successful teaching can only be 
acquired while on the job. (Feiman-Nemser, 2001; Ingersoll & Strong, 2011). Mentoring has 
become a popular approach for teacher induction in many countries (Hobson et al., 2009; 
Ingersoll & Strong, 2011; O'Brien & Christie, 2005; Wang, Odell, & Schwille, 2008). Mentoring 
can be defined as:  
“The one-to-one support of a novice or less experienced practitioner (mentee), by a 
more experienced practitioner (mentor), designed primarily to assist the development 
of the mentee’s expertise to facilitate their induction into the culture of the profession 
and into the specific context.” (Hobson et al., 2009, p. 207).   
There is abundant empirical support for induction and mentoring programmes for 
PCTs and the positive impact it has on teacher commitment and retention, teacher and 
classroom instructional practices and student achievement (Feiman-Nemser, 2003; 
FeimanNemser & Carver, 2012; Hobson et al., 2009; Ingersoll & Strong, 2011; Langdon, Lind, 
Shaw, & Pilcher, 2010; McDonald & Flint, 2011; Normore & Loughry, 2006; Orland-Barak & 
Hasin, 2010; Piggot-Irvine et al., 2009).   
The adaptation in New Zealand from an induction programme of advice and support, 
to one of educative mentoring has meant a change in the model of induction. This involves 
changes in practices for experienced teachers who were formally tutors and are now 
designated as mentors to work alongside PCTs (Bradbury, 2010; Feiman-Nemser, 2003; 
Feiman-Nemser & Carver, 2012). This study provided an opportunity to investigate how this 
change of practice has been implemented by mentors.   
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2.3 The New Zealand context  
This study focuses on the New Zealand primary school as explained in chapter 1. PCTs 
in New Zealand currently undertake a two-year induction process after completing their 
teacher training course. They are assigned an experienced teacher at their school who guides 
their progression towards achieving certification as a teacher, based on the Practising Teacher 
Criteria (PTC) which can be applied for at the end of the two years. Since 2011, mentors and 
PCTs have had release time, one day each week in the first year and half a day in the second 
year, to be used as each school determines. In addition, the Guidelines (Education Council of 
Aotearoa New Zealand, 2015a) advocate high quality induction as being comprehensive, 
educative and evaluative as outlined on page 4.   
The educative programme is a key opportunity for the PCT to work alongside their 
mentor to co-construct learning using evidence from practice and an inquiry approach. During 
this process PCTs learn and practice skills, attitudes and attributes required to be a fully 
registered teacher, with full mentor support. Records are required to be kept of activities 
occurring as part of the induction process. Ultimately it is expected that mentors and PCTs 
would meet regularly, conduct classroom observations with constructive feedback, and 
engage in a developmental process of inquiring into current practice and gathering evidence 
of progress towards meeting the PTC.  
In summary the present induction programme is one of educative mentoring using the 
Guidelines (Education Council of Aotearoa New Zealand, 2015a) in conjunction with meeting 
the PTC (Education Council of Aotearoa New Zealand, 2015b) to fulfill the registration 
requirements.      
2.4 The previous induction programme  
An historical perspective indicates that more thirty years ago, the Education 
Department utilised inspectors in discussion with principals, to determine whether a 
beginning teacher became fully registered. It is thought that there was no formal expectation 
around induction for beginning teachers during this time beyond what would normally 
happen when inducting a new staff member (Wansborough, 2015). Booklets and flyers 
supported the expectations for this process and included some Ministry of Education support 
and direction. The Teacher Registration Board was disestablished in 2001/2 but promoted 
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‘support and guidance’ programmes for beginning teachers. The NZTC, established in 2002, 
developed and published the Support Kit for Schools in 2004.  
The previous induction programme was called ‘Towards Full Registration: A Support 
Kit for Schools’ (Ministry of Education & New Zealand Teachers Council, 2004). It was divided 
into four sections with relevant information for PCTs, those responsible for PCTs, principals 
and Boards of Trustees (BOTs). The induction programme involved a co-ordinator who 
provided ‘advice and guidance’ (in conjunction with the principal) and oversaw the 
programme. In primary schools supervision was provided by a tutor teacher. This was the first 
time this term ‘tutor teacher’ was used. A tutor can be described as a person charged with 
the instruction and guidance of another (Merriman & Webster, 2015).  
The induction programme using the Support Kit for Schools introduced PCTs to a more 
formal programme with a tutor teacher and a time allowance of one day a week. This 
allocation of time out of the classroom was to be shared between the PCT and tutor teacher 
for observations, reflecting, planning and record keeping in the first year. This was the first 
time a support role for new teachers with a tutor teacher, had been formalized and hence, 
introduced a form of accountability with time being given and records required. Although no 
staffing allowance was available in the second year for the PCT, schools would continue to 
provide support for the two years to enable PCTs to meet the criteria for full registration. The 
support kit listed the skills of asking open questions, using probing questions, providing 
specific feedback, and demonstrating teaching, as ways of developing the role of the tutor 
teacher. There were new skills surfacing, for example giving specific feedback was explained 
in the publication, but tutor teachers reading this new support kit had little opportunity to 
practice any of the skills listed. Tutors were aware of being more accountable for the role of 
tutoring than previously, for example having to keep written records.  
While the words ‘mentoring’, ‘mentor’ and ‘educative’ were mentioned in this Support 
Kit for Schools they weren’t fully explained, instead the focus was on advice and guidance. 
These expressions of mentoring used on occasion in this publication, perhaps signalled that 
change was to happen in the future. However the emphasis was on the role of being a tutor.  
2.5 The change from tutor to mentor  
In 2007 a research programme, Learning to Teach, was undertaken by the New 
Zealand Teachers Council (NZTC) and investigated the quality of the guidance and support 
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available to PCTs. The three stages of the research included a literature review (Cameron, 
2007), survey of PCTs (Cameron, Dingle, & Brooking, 2007), and success case studies (Aitken, 
Ferguson, McGrath, Piggot-Irvine, & Ritchie, 2008). As a result of the Learning to Teach 
research, the role of a tutor who gave advice and  guidance, was replaced by a programme  of 
‘induction and mentoring’ with a mentor. This signalled the shift from ‘advice and guidance’, 
to a ‘co-constructed relationship’, contributing to a more equal partnership and a programme 
of professional learning (Education Council of Aotearoa New Zealand, 2015a, p. 1).   
The shift to mentor introduced a more rigorous induction programme of not only 
assistance but also assessment using an educative mentor model which included a cycle of 
inquiry which included evaluation and feedback. The shift from tutor to mentor potentially 
created a tension between the role of assessing and measuring PCTs performance on one 
hand, and wanting to build a lasting professional relationship that was trusting and caring, on 
the other hand (Langdon et al., 2010; Yusko & Feiman-Nemser, 2008). However Yusko and 
Feiman-Nemser (2008) concluded that mentoring could be most educative when mentors 
engaged in assistance and assessment, and this did not necessarily prevent mentors from 
forming trustworthy relationships although sometimes making it more challenging. Carefully 
chosen mentors who were also highly regarded teachers with professional expertise were 
seen as allowing assistance and assessment to co-exist (Yusko & Feiman-Nemser, 2008).   
The Learning to Teach research (2006-2008) resulted in the development of the 
Guidelines for Mentoring and Mentor Teachers with a change from tutor to mentor. This was 
a shift from ‘advice’ to a ‘co-constructive relationship and programme of professional 
learning’ (Education Council of Aotearoa New Zealand, 2015a, p. 2). A mentor must ‘dig’ into 
practice by deconstructing and co-constructing, reflecting, and providing critical feedback on 
practice, alongside their PCT. The advice and guidance programme had a similar framework 
of content with meetings and observations as the educative mentoring programme. However 
it was the type of conversations that took place during meetings and as feedback from 
observations that were critical to learning in the educative mentoring approach.  
2.6 Educative mentoring  
Educative mentoring is a concept developed by Feimen-Nemser (1998) which 
emphasises PCTs learning from their own practice with the support of a mentor teacher. The 
core principles include “cultivating a disposition of inquiry, focusing attention on student 
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thinking and understanding, and fostering disciplined talk about problems and practice” 
(Feiman-Nemser, 2001, p. 28). Bradbury (2010) describes the key components in the 
mentoring relationship as learning together and co-thinking, indicating two learners working 
and learning together. It is in the classroom, where both teaching and learning takes place, 
that the mentor and PCT develop a relationship and work together to improve teaching 
practice and learning outcomes for students.   
In addition to the above definitions the key components of educative mentoring as 
described by the Guidelines (Education Council of Aotearoa New Zealand, 2015a, p. 11) are 
the dedicated time for the mentor to:  
• Guide the PCT;  
• Support the PCT;  
• Give feedback to PCT; and   
• Facilitate evidence-informed reflective learning conversations.  
The educative mentoring process is based on evidence and professional conversations, in 
which the mentor begins by focusing on immediate concerns that require skills of guidance 
and support. The educative approach involves mentors shifting their approaches from giving 
‘just in time handy hints’ to asking PCTs to share thinking around ‘why’ they chose to do it in 
a particular way and to continue to enquire into their practice (Langdon, Flint, Kromer, Ryde, 
& Karl, 2011).   
Educative mentoring can be seen as a continual individual inquiry into practice. High 
quality, intensive induction and mentoring links practice to a view of good teaching which 
builds confidence by developing pedagogical expertise underpinned by the setting of personal 
goals and using achievement data (Education Council of Aotearoa New Zealand, 2015a, p. 28). 
Evidence-informed reflective learning conversations are based on student progress in the 
form of students’ work and achievement data. The major aim of the educative process is to 
assist in identifying the gaps, for example, “How am I going? Where am I going?” and to 
provide remediation in the form of alternative or other steps, “Where to next?” (Hattie & 
Timperley, 2007).  
Learning to teach is developmental and involves deeper exploration of practice and 
evidence of learning and what lies behind the surface issues by asking the ‘why’ questions 
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(Feiman-Nemser, 2003; Feiman-Nemser & Carver, 2012). The PCT is asked to examine and 
reflect on their own practice and explore deeper issues which involves them in serious 
professional conversations. Mezirow (1991) says that making change to practice is very 
difficult but the powerful question is ‘why’, why did you choose to do it in a particular way. 
Unless people are asked ‘why’ they won’t think deeply and dig into practice. In this way 
educative mentoring has the potential to be ‘transformational’. Transformation as a learning 
outcome suggests that the individual is radically changed as a consequence of learning and 
development (Brookbank & McGill, 2006; Mezirow, 1991).   
Professional conversations help PCTs develop alternative perspectives that lead to 
solutions (Feiman-Nemser, 2001). Teacher inquiry into practice is an ongoing 
knowledgebuilding cycle in the learning process, which benefits the learner and aims to 
promote student outcomes (Timperley, Wilson, Barrar, & Fung, 2007).   
2.7 The implementation of educative mentoring  
The Guidelines for Induction and Mentoring and Mentor Teachers were drafted in 2008 
and piloted across the education sector (including early childhood education, primary, 
secondary and Maori medium settings). They identified ways to support a shift towards 
educative mentoring practices. In 2010 a two day conference was held to discuss the pilot 
programme and provide professional learning on educative mentoring. This was the first 
public airing of educative mentoring in New Zealand. A national programme of workshops 
was announced, and offered to introduce professional leaders and mentors to the Guidelines 
(Education Council of Aotearoa New Zealand, 2015a) publication. After this a one day 
workshop explored how the Guidelines could be implemented and offered the opportunity to 
practice educative mentoring skills.   
In educative mentoring the learning for mentors and PCTs occurs through meaningful 
social communication, interaction and practice (McDonald & Flint, 2011). Conversations are 
critical to the process. Langdon (2011) stated that engaging PCTs in serious professional 
conversations is at the foundation of linking practice to a view of good teaching. 
Conversations are an occasion for learning and are a constant in our personal and professional 
lives (Haigh, 2006). Research emphasizes the importance of dialogue and conversations 
between professionals in enriching, supporting and challenging each other’s learning 
(Cordingley, 2005). The use of questions to challenge PCTs to talk about what they do, and 
why they do it is important. Mentors are expected to engage in learning conversations based 
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on collected evidence and give feedback, with the aim of supporting the PCT to identify the 
gaps, and set new goals and learning steps (Hattie & Timperley, 2007). This evidence may 
include a written script from a classroom observation, lesson plans, student work or informal 
observations of the PCT working in the classroom. During this learning conversation the skills 
of critical feedback, deconstruction and reflection, co-construction and goal setting, are used.  
The next sections will examine what is involved for each.  
2.7.1 Critical Feedback  
Critical reflection-with-another is the intentional dialogue that occurs in a mentoring 
situation (Brookbank & McGill, 2006). The dialogue is characterized by ‘engaging the person 
at the edge of their knowledge’ and has a purpose which is clear to both mentor and PCT 
(Brookbank & McGill, 2006, p. 57). This involves the mentor challenging the PCT’s practice by 
asking questions, especially the ‘why’ questions for the purpose of inquiring into practice with 
a view to transformative learning. Naturally occurring dialogue and casual conversation may 
reflect power differences which can inhibit learning. A mentor whose dialogue takes the form 
of a monologue about how things should be done, often with the PCT obliged to agree is 
unlikely to promote reflective learning for improvement (Brookbank & McGill, 2006). Critical 
reflection must be managed by the mentor and includes the skills of deconstruction and 
coconstruction. Both reflection and feedback during a learning conversation need to be 
critical, that is that they must be analytical and significant.  
Feedback is the information provided by the mentor regarding aspects of the PCT’s 
performance and understanding, and typically occurs after instruction or observation. Critical 
feedback seeks to provide knowledge and skills or develop particular attitudes (Hattie & 
Timperley, 2007). Contrasting outcomes suggest that while observation and feedback may 
help teachers to implement or refine new practices it does not guarantee it (Timperley et al., 
2007). Praise is rarely effective as it doesn’t address “Where to next?” and is unlikely to 
enhance learning. Effective instruction and feedback can be powerful in enhancing learning 
and requires much skill by mentors relating to timing, how it is given and how it is received 
(Hattie & Timperley, 2007).   
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2.7.2 Deconstruction and reflection  
Deconstruction allows the PCT to describe what happened, to discuss the evidence 
and to examine understandings and outcomes (Education Council of Aotearoa New Zealand, 
2015a, p. 25). It invites the asking of open ended questions by the mentor which requires 
cognitive engagement by the PCT (Cordingley, 2005; Timperley et al., 2007). For example, 
after observing a writing lesson, the mentor might deconstruct the experience by asking such 
questions as, “Tell me what went well? Why did it work well? What might you change next 
time?  Why would this work better?” (Hattie & Timperley, 2007). The PCT is being asked to 
critically reflect on the practice and with the mentor guiding the reflection by deconstructing 
the experience and not just asking what happened, but why. The why question digs into the 
theory behind the practice. Practice won’t become embedded unless teachers subscribe to 
the theory that underpins it (Timperley et al., 2007).   
Mentors and PCTs approach the learning conversations as people who have rich 
theories about how students learn, how to teach them and what might comprise the content 
of the lesson and the desired outcome of the lesson (Cordingley, 2005; Feiman-Nemser & 
Carver, 2012; Hanson, 2010).  Timperley et al. (2007) present a model of learning and describe 
three processes involved in learning: consolidating and/or examining prior knowledge; 
adapting or adopting new knowledge; and resolving dissonance by accepting or rejecting the 
new position. For example, students working in groups are often used for learning. If we 
subscribe to the theory that learning is socially constructed through dialogue then we would 
use groups more often (Bandura, 2000). Some teachers may use groups occasionally because 
they are told it is a good thing to do, while others may have used them in a variety of settings 
and noticed the students more engaged in learning, and learning from one another, and 
therefore really believed it to be a good approach to facilitate learning. Linking practice to 
theory ensures that the practice is embedded because we really understand it and believe it. 
Experiences that promote trying something out and then coming back and talking about it 
stimulate learning (Feiman-Nemser, 2001). Conversations which allow for the articulation of 
ideas and ask the ‘why’ questions ensure a platform for learning to take place (Haigh, 2006).   
Professional learning experiences seek to change and refine practice, as educative 
mentoring does. There is a need to interrupt established routines and help teachers to 
understand the theories of action underpinning them (Timperley et al., 2007, p. 9). Deeper 
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learning typically requires repeated cycles of engagement with learning processes, practice 
and engagement. The use of conversations, to critically reflect and deconstruct practice, is 
therefore a crucial ingredient of educative mentoring.  
2.7.3 Co-construction and goal setting  
Together the mentor and PCT co-construct and set new goals as a result of a 
conversation, with a focus on the PCT’s students’ learning outcomes (Education Council of 
Aotearoa New Zealand, 2015a; Langdon, 2011). This involves a shared discussion about where 
to next for the PCT’s learning and what goals would best achieve this outcome. Hattie and 
Timperley (2007) suggest the asking of questions as essential to identify the gaps for setting 
goals. Narrowing down the focus when there is so much to work on, allows the mentor and 
PCT to co-construct or discuss together a personal learning goal to work on until achieved.  
The setting of goals is reported to make the complex task of teaching manageable (Langdon, 
2011). This co-construction of goals gives a clear focus to the mentor’s feedback and provides 
evidence of teacher learning and development.   
2.8 Rationale for educative mentoring  
Three different approaches to mentoring, identified by Wang and Odell (2002), were 
evaluated by Timperley et al., (2007).   
1. Humanistic perspective of mentoring (typified by emotional support) is likely to 
support and help retain beginning teachers but goals and processes appear to rarely 
be challenged.   
2. Situated apprentice approach to mentoring sanctions mentors to assist PCTs to adjust 
to the new culture of teaching and existing norms, but ignores conflicts and deeply 
held beliefs and attitudes that may not match with the present experience. Mentors 
provide the necessary techniques and information and PCTs acquire what is provided 
in the set context, but no conflicts are addressed. `  
3. Critical constructivist approach sees important knowledge being constructed by the 
PCT and mentor through collaborative inquiry (Timperley et al., 2007). PCTs are 
encouraged to pose questions and face challenges related to their teaching practice.  
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The concern was that little attention is given to developing specific teaching goals, 
knowledge and strategies.   
It is reasonable to conclude that the Learning to Teach research considered all three 
approaches and found a better way forward (Cameron, Dingle, et al., 2007). If PCTs are 
mentored in ways that reinforce a divide between teaching and learning and are not seen as 
working together to shape beliefs and practices, then the greatest outcomes are unlikely to 
be achieved (Timperley et al., 2007).   
The resulting approach of educative mentoring has emerged as it seeks to meet the 
immediate needs of teachers, focuses on long-term goals for growth, and encourages 
challenging questions related to PCTs teaching practice (Education Council of Aotearoa New 
Zealand, 2015a; Norman & Feiman-Nemser, 2005). Educative mentoring is acknowledged as 
strongly contributing to PCTs professional development when engaged in effectively 
(Bradbury, 2010). Effective educative mentoring is seen as being ‘transformative’, 
contributing to the PCTs professional development, and not just being ‘transmissive’ and 
focused on the transmitting and receiving of knowledge and skills (Brookbank & McGill, 2006). 
While there has been an increase in the amount of research around mentoring, there is still 
much to be learned in order to understand the concept of educative mentoring (Bradbury, 
2010). This study provides an opportunity to investigate educative mentoring to find out 
where current understandings lie, and where to next.  
2.9 Comparing the two induction programmes  
Table 3 summarises the shifts in practice required for a tutor to become a mentor. 
Both induction programmes, the former advice and support programme and the current 
educative mentoring programme, offer emotional support to the PCT. Although surviving as 
a teacher is important, the focus has shifted to the learning needs of the students with a 
strong emphasis on cultivating inquiry in the classroom. Cultivating inquiry is the change from 
the tutor’s role which could be considered as coaching and telling people what to do, to using 
evidence and asking “What went well here? What else could you have done differently?” 
Coaching focuses on specific and immediate issues or goals for enhancing the individual’s 
performance at work (Garvey, Stokes, & Megginson, 2009). Mentoring, in contrast, is 
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associated with the broader and longer term issues - the individual career and holistic 
development (Rowley, 2006).   
In summary, the tutor’s role is one of advising and telling, whereas the mentor is asking 
inquiring questions that provoke thinking about and reflecting on practice. This challenges the 
PCT to reflect, deconstruct, co-construct alongside the mentor while receiving feedback and 
setting new goals for self and students.  
Table 3:   
Shifts in practice-from tutor to mentor  
Advice and support with a tutor  Educative mentoring with a mentor  
Emotional support  
Becoming part of the school culture  
Focus on survival and self as a teacher  
  
Frequent visits to observe teaching and 
provide feedback. Keep records of 
observed and discussed key areas.  
• Technical support  
• Coaching and telling   
• Just in time handy tips  
• Managing the immediate  
  
Emotional support  
Becoming part of the school culture  
Focus on learning needs of students  
Vision of good teaching  
Mentor engages with PCT as co-learner 
with regular meetings, observations and 
learning conversations.  
Cultivating inquiry  
• Teachers critically reflecting on 
their own practice  
• Deconstructing (reflection) and 
co-constructing (goal setting) 
practice   
 Providing critical and evidence based 
feedback  
 
Adapted from Towards full registration: A support kit for schools (Ministry of Education & 
New Zealand Teachers Council, 2004) and the Guidelines (Education Council of Aotearoa 
New Zealand, 2015a).  
2.10 Creating conditions for deliberate educative mentoring  
Mentors play a pivotal role in the retention and development of new teachers 
(Feiman-Nemser & Carver, 2012).  They are well-placed to interpret and enact the induction 
programme of educative mentoring in schools. It is really what mentors do within their 
mentoring relationship that is fundamental to effective and genuine educative mentoring.  
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Feiman-Nemser and Carver (2012) advocate serious mentoring which I refer to as deliberate 
mentoring, as both ‘supporting and stretching’ new teachers, helping them with immediate 
problems and also moving their practice in the forward direction. The ‘stretching’ of PCTs 
includes a level of challenge that goes beyond emotional support. Mentors are able to ask 
challenging questions, the why questions, and give PCTs the opportunity to deconstruct and 
co-construct, to ensure that serious educative mentoring is occurring.   
The purpose of educative mentoring is to go beyond emotional and technical support 
and for mentors to become the agents of change. Achinstein and Athanases (2006) point out 
that mentors can become the agents of change in the system by providing the opportunity for 
PCTs to reflect on their practices and the school’s responsibility is to foster equal learning 
opportunities for all students. The skills required for this role go beyond those mastered by 
most classroom teachers and include observation analysis and specialized communication 
skills (Feiman-Nemser, 1998; McDonald & Flint, 2011). As discussed above the mentor is 
required to observe the PCT and provide feedback against agreed criteria and to facilitate the 
PCT’s reflection on that feedback. Effective learning conversations with the PCT challenge and 
support the use of evidence to develop the teaching strengths of PCTs (Education Council of 
Aotearoa New Zealand, 2015a, p. 17). Specialized communications skills are the opportunities 
the mentor provides for reflection, deconstruction and co-construction while inquiring into 
teaching and learning practice  (Annan, Lai, & Robinson, 2003; Timperley, 2001).   
Feiman-Nemser (2003) states that serious mentoring requires the opportunity for 
mentors to see and analyse effective mentoring models to further develop skills of conversing 
and discussing in analytic and nonjudgmental ways. Mentors who are able to reflect on their 
actions and assess their own effectiveness as mentors, as well as PCT’s progress, are engaging 
in professional learning and development (Feiman-Nemser, 2003). These reflective skills 
demonstrate mentor effectiveness and set up the conditions for serious and also deliberate 
educative mentoring to take place. It is this deliberate action or choice by the mentor to 
mentor in the ‘educative’ manner.   
In summary deliberate educative mentoring requires new learning for mentors which 
like any new learning, requires on-going support and monitoring (Achinstein & Athanases, 
2006; Education Council of Aotearoa New Zealand, 2015a; Feiman-Nemser, 2003; Hobson et 
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al., 2009; Thornton, 2013a). Research has shown that weak systems of mentor support 
contribute to uneven mentoring practices which result in new teachers and their students 
having missed learning opportunities (Feiman-Nemser & Carver, 2012; Langdon, 2011).   
2.10 Gaps in the literature   
Devos (2010) stressed that more research is needed to ‘enrich our understandings’ of 
mentoring rather than “stick to a current narrow focus on aspects of mentoring programme 
design and improvement” (p. 1223). There is a dearth of research about what educative 
mentoring looks like in practice and there is much to be learned (Bradbury, 2010). As already 
discussed the launch of the Guidelines in 2011, a one day workshop was provided by NZTC to 
prepare mentors to mentor in an educative manner and change current induction practice. 
Do teachers understand what educative mentoring means after attending a one day 
workshop and reading the new Guidelines? The present study investigated mentoring 
practices in three New Zealand primary schools. It explored what was understood by the term 
educative mentoring and how this was being implemented. Examining what goes on in a 
meeting or mentoring conversation is expected to give a glimpse into the mentoring taking 
place. There is inadequate research providing close scrutiny of a formal interaction such as a 
meeting.   
The NZTC sought feedback about the implementation of the Guidelines for mentoring 
after three years (Cameron et al., 2014) to inform future mentoring education and will be 
referred to in the discussion chapter. As part of the process they surveyed two cohorts of PCTs 
who gained full registration together with their mentors, and have conducted case studies in 
five primary schools. This present study aims to provide insights that complement the NZTC 
survey and case studies. Sharing these findings with the sector is likely to encourage and 
support mentors to examine their practice around educative mentoring. For these reasons 
increasing our understanding of educative mentoring and its impact on mentors mentoring 
and for PCTs teaching and learning, is paramount.   
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2.12 Chapter Summary  
Through this literature review I have explored what the previous induction 
programme, of ‘advice and guidance’ with a tutor looked like, and explained how the 
present induction programme of educative mentoring with a mentor, has resulted. The 
Guidelines for Induction and mentoring and Mentor Teachers (Education Council of Aotearoa  
New Zealand, 2015a) and Practising Teacher Criteria  (Education Council of Aotearoa New 
Zealand, 2015b) together signalled a shift from tutor to mentor which has involved new 
learning and skills for mentors. This points to the challenge for mentors to firstly, 
understand what educative mentoring is and secondly, what is involved in the process. This 
study was based on the assumption that an induction and mentoring programme for PCTs is 
advantageous for the teaching profession. Literature on educative mentoring indicated that 
there has been a narrow focus around the design and improvement of educative mentoring 
and there is still much to be learned (Bradbury, 2010; Devos, 2010). This study provided an 
opportunity to describe how mentors and PCTs engage in the process of educative 
mentoring, and the specialized skills required for educative mentoring.   
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CHAPTER THREE: METHODOLOGY  
3.1 Chapter overview  
This chapter sets the study within a constructivist system of beliefs and shows how the 
method of investigation fits the research question and a world view. It establishes the use of 
a qualitative case study approach. It describes the context for the study, the selection of 
participants, and the data collection process with the resulting data being analysed 
thematically. Finally the rigour of the process is addressed through a consideration of ethics. 
I found asking questions assisted me to shape this methodology and therefore questions are 
used as headings.  
3.2 What worldview underpins this study?  
This research is based on a social constructivist world view. Social constructivism is 
the belief that knowledge and meaning is constructed between participants within a 
particular social context, rather than discovered (Stake, 1995). This study is situated within a 
world view that suggests that the aim of the research is (1) not to discover but to construct a 
clearer reality; and (2) to develop and advance a more sophisticated reality of ‘educative 
mentoring’ (Stake, 1995, p. 101). To build a universal understanding requires each individual 
to have some degree of uniqueness but with much held in common. The reality we seek is of 
our own making but also builds on collective interaction. An individual’s views are 
influenced by ‘social interactions with others and their own personal histories’ (Cresswell, 
Hanson, Clark Plano, & Morales, 2007; Yin, 2009).   
This definition fits with the goals of my research, which was to learn about the 
realities constructed by the participants and the implication of their perceptions of 
educative mentoring. My task as the researcher was to seek ‘to understand reality from the 
point of view of the other’ at one point in time, in a specific context (Cresswell et al., 2007).    
By recognising that meaning is created and shared through social processes and 
interaction, I place the study within a constructivist (and particularly a social-constructivist) 
world-view (Patton, 2002). A social constructivist view provides the reader with relevant raw 
material. There is an emphasis on describing things especially events and people, and 
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interpretations of the people most knowledgeable about the case, which in this situation are 
the mentors and PCTs.   
3.3 What questions fit the purpose for this study?  
A key question seeks to address:  
What does effective educative mentoring look like in the New Zealand primary school?  
The sub questions are:  
 The word ‘educative’ is used in relation to the induction and mentoring guidelines; 
how is this term understood by mentors and PCTs?  
 How might the educative mentoring process be improved?  
 What skills and knowledge do mentors still need to embed?  
  
3.4 Why choose a qualitative approach?  
• To understand how people make sense of their world; and   
• To recognize that the researcher has an influence in constructing meaning.  
The qualitative approach used in this study was selected as the most appropriate way 
to respond to the research question. The research question aimed to discover what a selection 
of mentors and PCTs believed to be effective in the practice of educative mentoring and aimed 
to reveal what was working and what was not working. Drawing meaning from another 
person’s articulated beliefs and observable practices requires sensitivity from the researcher 
who is seeking the unanticipated as well as the expected (Stake, 1995). The researcher is 
attempting to make sense of this educative mentoring world. It is acknowledged that the 
researcher cannot be completely objective in situations of human interaction, but needs to 
apply professional insight and knowledge to what the participants say and do. In this study I 
had to interpret teachers’ descriptions and actions with sensitivity. Stake (1995) sums this up 
by describing a good case study researcher as being patient, reflective and willing to see 
another’s view. Out of this view the researcher constructs meaning.  
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3.5 Why use an interpretive case1 study?  
• To describe the reality;  
• To understand why some situations work better than others;  
• To interpret the most effective learning circumstances for PCTs;  
• To employ multiple sources of evidence; and    
• To allow for a chain of evidence and credibility.  
Case study research provides a detailed account and analysis of one or more cases as 
it occurs in a real life context (Johnson & Christensen, 2010; Yin, 2009). In this study, 
mentoring of PCTs is analysed in the real life context of the New Zealand primary school. The 
interpretive paradigm assumes that there are many different social realities of phenomena 
(Merriam, 2009b). The understanding of that phenomena is established through an 
individual’s subjective interpretation of it (Cresswell et al., 2007; Merriam, 2009b). One of the 
main weaknesses of a case study is the inability to generalise from its findings (Johnson & 
Christensen, 2010; Punch, 2000). However, case studies can result in rich, holistic and 
descriptive accounts of a phenomena, which helps the reader to understand the phenomena 
as a whole, resulting in new meaning for the reader, extending the readers experience or 
confirming what is known (Merriam, 2009b). Generalisation is not always necessary for 
valuable learning to occur.   
3.6 What is the context of the study?  
• Convenient location for selection of primary schools; and  
• Purposeful sample of current mentors and PCTs.  
I was seeking a purposeful and convenient sample of New Zealand primary schools 
where entry would be possible and where there was one or more PCTs being mentored. The 
schools needed to be of a convenient location. I initially contacted principals to ask whether 
there were PCTs in the school and to gauge interest. Three principals agreed to this study 
                                                     
1 “Case study is the study of a particularity and complexity of a single case, coming to understand its activity 
within important circumstances” (Stake, 1995, p. xi).  
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taking place in their schools. These schools are referred to as Kiwiland School, Tui Primary 
School and Pukeko School. Descriptions of the schools are summarised in Table 4.  
Table 4.   
Details of primary schools  
  Kiwiland School  Pukeko School  Tui Primary School  
Location  City school  
Semi-rural suburb of a 
city  
Urban suburb of a 
city  
Decile rating2  10  7  10  
Roll  750  160  407  
n(mentor/PCT 
relationships)  
4  1  3  
  
3.7 Selection of participants  
The purpose of the selection was to seek participants who were engaged in an 
educative mentoring relationship. I was seeking those who were involved in an organized 
induction process that involved meeting regularly, and where there were elements of 
educative mentoring in their approach as described in the previous chapter. An online survey 
was used 1) to establish what the present mentoring process looked like in their context, 2) 
to ask mentors to identify as mentoring in the educative manner, and 3) to identify potential 
relationships for more intense study.  
 I was given contact emails for the eight mentors by the principals, contacted each 
mentor at the three schools and arranged a time to meet them with their PCTs to explain what 
was involved in the research. I presented the aims of the study with an information sheet and 
consent form (see appendices A, B, C & D). All professed an interest in the study and 
volunteered to participate and signed their consent. They were sent a link to the online survey 
                                                     
2 The socioeconomic level of the contributing population to a school is described in terms of a decile. Decile 1 
represents the parents at the lowest income level and decile 10 the highest.   
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and given two weeks to complete the survey (see appendices E & F). From the online survey 
six mentors and seven PCTs completed the online survey and stated they were involved in 
educative mentoring. As a result of the online survey three mentor/PCT relationships were 
randomly chosen to proceed with the collection of data (see Table 5).   
3.7.1 The selection process  
• Recognized educative mentoring relationship in action;  
• One mentoring relationship from each school; and  
• A rich variety of perceived relationship interactions.  
The selected participants provided differing examples of ‘typical’ mentoring which 
would allow the data to be viewed from different angles (O'Toole & Becket, 2013). Comments 
from an open question in the survey resulted in, “The relationship I have with my mentor 
teacher is not particularly helpful…” warrants investigation, as does “Our relationship has 
strengthened over time …this is valuable to me as I feel respected and understood…” These 
comments appear at different ends of the spectrum with one likely frustrated and the other 
valued and respected. This variety was likely to give a ‘rich and thick’ description for the reader 
about educative mentoring (Stake, 1995). Choosing one mentor/PCT relationship from each 
school gave three different contexts. Pukeko School had only one mentor/PCT relationship 
and was automatically part of the study.  The other mentor/PCT relationships were a random 
choice, one from Kiwiland School and one from Tui Primary School (see Table 5) and 
descriptions below. The mentors and PCTs not selected were thanked for their input into the 
survey.  
3.7.2 Descriptions of relationships  
Mary and Maggie  
Mary was an experienced tutor who was also the leader for a large team of teachers. 
She saw her role as mentor as one of professionalism and guidance. Maggie, the PCT, taught 
in a more senior class where she was the newest and youngest member of a large team. She 
felt very new to the school but was familiar with many of the staff, having completed a 
teaching experience as a student at this school the previous year.   
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Janine and Alex  
Janine was a first time mentor to a PCT but had been a tutor teacher of many students 
on teaching experience over the years which she thought was relevant. She was assistant 
principal and taught next door to the PCT, Alex, often exchanging pupils and visiting each 
other’s classrooms during the day. Janine saw her role of mentor as a coaching role, being a 
main ‘port of call’ and getting her PCT to think for herself while listening, questioning, 
reviewing and reflecting constantly. Alex would complete her provisional certification at the 
end of next term and worked closely with Janine.    
Lisa and Hannah  
Lisa had been at Tui Primary School for many years, was a team leader, and had seen 
many changes in tutoring over that time. She saw her role of mentor as sharing her 
experience, giving direction and encouraging Hannah the PCT to think for herself. Hannah 
taught students who were a year older than her mentor’s and had almost completed her first 
year of her provisional certificate of registration.   
Table 5.   
Details of participants  
Mentors 
(pseudonyms)  
Years as mentor  PCTs  
(pseudonyms)  
Year as PCT  
Mary (M1)  6  Maggie (PCT1)  1st  
Janine (M2)  2  Alex (PCT2)  2nd  
Lisa (M3)  4  Hannah (PCT3)  1st  
  
3.8 Data collection  
Data are described by Merriam (2009b) as, “nothing more than ordinary bits and 
pieces of information found in the environment. They can be concrete and measurable, or 
invisible and difficult to measure” (p. 85). Johnson and Christensen (2010) suggest that 
multiple methods of data sources should be utilised for a case study as this provides for 
triangulation of data. Not only does this increase the validity of the research but it also allows 
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for better understanding of the case, to better answer the research questions. The majority 
of the data consisted of direct quotes from the participants about their knowledge, 
experiences, opinions and feelings. The data consisted of:  
1. Online survey;  
2. Mentor and PCT interviews; 3.  
Recording of a PCT meeting; and  
4.  Analysis of documents.  
 These documents included meeting minutes, class observation feedback, and PCT 
progress reports which mentors and PCTs were happy to share. The order of the data 
collection process is outlined in figure 1.  
  
 
  
Figure 1. The data collection process  
 
Online survey  to select participants  
Individual focused interview  
of mentors and PCTs  
Recording of PCT meeting   
Send transcripts from interview  
and meeting to mentors and  
PCTs for verification  
Collection of documents  
for analysis  
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3.8.1 Why use an online survey?  
• To establish present mentoring practices;   
• To give a sense of the issues in the schools; and  
• To identify potential relationships for more intense study.  
I used an online Qualtrics survey software to select the participants. There were eight 
mentor/PCT relationships across the three schools who were surveyed hoping there would be 
three relationships who would be willing to participate right through the study. Six mentors 
and seven PCTs responded to the online survey. I invited one mentor and PCT relationship 
from each school to continue. Fortunately they agreed but I had others to fall back on if 
needed. Three mentors and three PCTs were a manageable number to interview and carry 
out the study.   
The survey was broken into three parts (see appendix E & F). The first part asked 
mentors and PCTs for demographic information about their teaching and mentoring 
experiences and the frequency of their mentoring interactions. The second section asked 
mentors and PCTs to indicate the extent to which their interactions met the guidelines for 
educative mentoring (Education Council of Aotearoa New Zealand, 2015a, pp. 25-26). A five 
point Likert scale (strongly agree to strongly disagree) was used for these questions. Thirdly, 
open ended questions asked mentors to comment on their training for the role, the ways 
mentoring had changed for them (if at all), the RTC, the Guidelines, and their schools’ 
induction and mentoring programmes. PCTs were asked to comment on their relationship 
with their mentor, the RTC, the Guidelines and how the programme might be improved in 
their school. The final question asked mentors to identify that they were mentoring in an 
educative manner. This question was a signal that I was talking about educative mentoring 
and if participants were uncomfortable about this they may choose not to continue. All 
mentors identified as using educative mentoring. These questions are further discussed in the 
findings chapter. The survey was piloted with two mentors and two PCTs outside this study.   
The advantage of a survey is that it is low cost and easy to administer (Johnson & 
Christensen, 2010). By sending it out online there was no travel involved and it was an 
opportunity for participants to record data and thoughts honestly and freely because they 
were not face to face with an individual. On the other hand disadvantages of a survey are that 
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you cannot read the body language of participants, there is no rapport established and 
participants could respond to questions with anything just to complete the task (Johnson & 
Christensen, 2010). This online survey gave me a sense of the issues and what was occurring 
in the schools and helped to structure questions for the interviews. Three mentor/PCT 
relationships were chosen, one from each school as a result of the online survey.  
3.8.2 Why use interviews?  
• Participants can use own words to describe their reality;  
• Targeted and insightful approach; and  
• Interviews allow flexibility and consistency across participants.  
Each of the participants were interviewed for approximately forty minutes. I 
discovered that classroom teachers were busy people so interviews were fitted in before 
school, lunchtimes and after school. Yin (2009) describes interviews as having the strengths 
of being targeted and insightful. They focus directly on the case study and provide causal 
inferences and explanations. In this study the interview questions were focused on educative 
mentoring (see appendices G & H), most questions were open-ended and the interview 
assumed a conversational manner. The interviews followed a set of carefully worded 
questions allowing the interviewee to provide fresh commentary about their experiences (Yin, 
2009). These questions were used as a guide and were open to exploring avenues in other 
directions. An audio recording was made of each interview.   
As a researcher I needed to be aware that interview data may be limited by the 
possibility of distorted responses due to my personal bias, anxiety, or simple lack of 
awareness, since interviews can be greatly affected by the emotional state of the interviewee 
or interviewer at the time of the interview (Patton, 2002). It was important for the interviewer 
to remain neutral with regard to the content of what was being said, but careful that the 
interviewee was willing to share the content (Merriam, 2009a). The interviewer also needed 
to be aware that data can be subject to recall error depending on the how the interviewee 
and interviewer react to each other (Patton, 2002). The recording of the interview, 
transcribing it and sending it to be checked by the interviewee for verification was helpful to 
eliminate bias. Interviews allow the interviewer to read body language of the interviewee, 
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and ensure they are relaxed and comfortable before starting the interview is important. I 
purposely asked a warm up question to build rapport before commencing an interview (see 
appendices G & H).   
The purpose of the interviews was to investigate the mentoring process more deeply. 
I wanted to discover what mentors and PCTs saw as working well and what was not, and what 
the issues were for them.   
3.8.3 Why record a mentoring meeting?  
• To give the researcher a feel for the dynamics of the relationship;   
• To triangulate with participants’ expressed beliefs;   
• To give insight into interpersonal behaviours; and  
• To give an opportunity to examine what was happening in a formal meeting.  
Data were next collected from the mentoring relationship through recording a PCT 
formal meeting. I was not present for the meeting as it is possible that an observer may affect 
the situation being observed in unknown ways (Patton, 2002). The mentor and PCT were 
asked to conduct the meeting as they usually did and I returned at a specified time. 
Observational data and recorded data is often constrained by the limited sample of the 
activity being recorded, in this case a meeting. Researchers need other data sources to find 
out the extent to which the activity is typical or atypical (Patton, 2002). Therefore interviews 
and documents were used to triangulate data.   
The purpose of the recording was to listen to how the mentor and PCT interacted 
during a formal meeting. It was an opportunity to listen to all potentially relevant phenomena 
and gather extensive notes without specifying exactly what was to be detected (Johnson & 
Christensen, 2010). This qualitative recording was transcribed and sent to both the mentor 
and PCT to check for accuracy.   
3.8.4 Why analyse documents?  
• To inform and enrich the data;  
• To provide triangulation and credibility; and  
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• An opportunity for participants to share documents.  
The documents analysed consisted of meeting minutes, class observation feedback 
and PCT progress reports which were freely shared by the mentors and PCTs. The purpose for 
examining these documents was to further develop the context in which the mentors and 
PCTs worked and to contribute to a deeper understanding of what educative mentoring 
looked like in the New Zealand primary school.  
Documents have limitations because they may be incomplete or inaccurate (Patton, 
2002). Files and notes are known to be variable in quality and completeness, with much detail 
in some cases and virtually nothing in others (Yin, 2009). Document analysis, however offers 
a behind-the-scenes look at the programme that may not be in evidence during the interview 
or recording of the formal meeting.  
3.9 Credibility  
In the following section I describe my sources of evidence for credibility using Eisner’s 
(1998) suggested categories: structural collaboration, consensual validation and referential 
adequacy.   
Firstly, structural collaboration is used in educational circles for what is referred to as 
triangulation in other qualitative approaches (Johnson & Christensen, 2010; Merriam, 2009b). 
It refers to using different sources of data to build a logical pathway for interpretation and 
evaluation of the research. In this study, data were collected via an online survey, interviews, 
recording of a meeting and analysis of documents. This “mustering of evidence” provided 
sufficient data to support my analysis and interpretation of the identified themes (Eisner, 
1998, p. 111).   
Next, consensual validity “is agreement among competent others that the description, 
interpretation, evaluation and thematics of the educational situation are right” (Eisner, 1998, 
p. 112). In the present study participants were sent transcripts of the interview and meeting 
of which they were part and were invited to check them for accuracy. The majority came back 
saying, ‘it all looked good’ and in two cases I had interpreted the initials ICAS and IKAN (in 
relation to numeracy) incorrectly. They were corrected along with other initials (VLN and  
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NAPP). Figure 1 (page 30) clearly demonstrates how this checking was incorporated into the 
data collection. In the written report real names of participants and schools were not 
included.   
Lastly the aspect of credibility or validity gauges the degree to which this study 
highlights aspects of teacher learning and is referred to as referential adequacy (Eisner, 1998). 
In this study, the reader is provided with the context, a description of the teacher 
relationships, interviews, meetings, and analysis of documents to give a picture of the impact 
of educative mentoring in relation to the Guidelines for induction and mentoring and mentor 
teachers (Education Council of Aotearoa New Zealand, 2015a). The qualitative approach to 
this data is discussed in the next section.  
3.10 How was data analysed?  
All data were analysed using a qualitative approach. This can be defined as classifying 
observations and dialogue into files or categories that are usually predetermined (Stake, 
1995). The analysis of the data may be defined as a continuous flow of activity consisting of 
data reduction, data display and drawing conclusions (Miles & Huberman, 1994). This was the 
process I used throughout the study. The simultaneous data collection was reduced to a 
manageable form, displayed tables enabling conclusions to be drawn more readily. Data 
analysis occurred from an online survey, conducting interviews, recording meetings and 
examining documents and I was aware of the importance of this continuous activity being 
part of my research (Merriam, 2009b, p. 170).   
3.10.1 Qualitative data process  
Saldana (2009, p. 3) defines a code in qualitative inquiry as, “most often a word or 
short phrase that symbolically assigns a summative, salient, essence capturing attribute for a 
portion of the data.” While identifying codes within the data I used the five step method of 
familiarizing myself with the data, then generating these initial codes, searching for themes, 
reviewing themes and defining and naming the themes, before writing conclusions, as a 
logical and helpful progression (Braun & Clarke, 2006, p. 87). I reflected by taking field notes 
while collecting data and during the transcribing process and also highlighted sections of initial 
significance which allowed for delving deeper into the interview and reflecting on thoughts 
and text.  
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The first phase was becoming familiar with the data, carefully reading it and rereading 
it to totally immerse myself in the transcripts and field notes. The analysis process of 
discussion with my supervisor further provided an opportunity to articulate my internal 
thinking processes and also presented the opportunity to clarify emerging ideas and possibly 
make insights about the data.  
The second phase was to generate initial codes by highlighting relevant sections of 
data for the three mentors and PCTs transcribed interviews and meetings and reducing these 
sentences to a code consisting of a word or short phrase. An example of this process can be 
seen in Table 6 on page 37. These were summarized in separate tables for both mentors’ and 
PCTs’ interviews, recorded meetings and documents. I ensured that I read the data several 
times attempting to use fresh eyes each time. I gradually built up a collection of codes which 
included initial codes and new ones as they emerged. Documents were treated the same way.   
The third phase involved ‘touching the data’ (Saldana, 2009, p. 22) where hard-copy 
print outs of coded data were generated and highlighters were used to explore the data in 
additional ways. From this hands-on approach to the data, themes started to emerge. A 
theme is an outcome of coding, categorization, and analytical reflection (Saldana, 2009).  This 
was an opportunity to think critically about what and why. Most importantly it was an 
opportunity to challenge my assumptions and recognize how much of my own thoughts, 
decisions and actions, might shape what I was seeing and how this might influence my study 
(Saldana, 2009). What do I see going on here? What did I learn from these notes?  
The fourth phase was reviewing the themes and a final opportunity for analysis. The 
themes started to emerge as can be seen in Table 6. The themes emerging were the role of 
the mentor, the relationship between the mentor and PCT, and the practice of mentoring. 
These themes connect educative mentoring together. The practice of educative mentoring is 
not going to happen without the mentor firstly understanding what the role of the mentor is, 
then establishing the mentor/PCT relationship and finally when these are in place the practice 
of mentoring can follow in a deliberate manner.  
Table 6 gives an example from the interviews, meeting and an observation document 
of the raw data, codes and emerging themes. The final phase is selecting extracts and relating 
the analysis back to the research question and literature.   
37 
  
Table 6.   
Example of coding  
Raw Data  Codes  Emerging themes  
PCT interview  
I know where those boundaries are, so we 
are friends but I also know that she is my 
mentor and she’s also my boss, she’s the 
person I report to so there is that respect.  
Mentor interview  
Teaching experience, good strong classroom 
practice and a passion. Really have to have a 
passion for this job otherwise don’t be in it.  
Recorded meeting  
I think you are amazing, well done! (Mentor). 
Yes, I should do that. That’s a good idea. 
(PCT). That was a good call. Excellent, it 
sounds like things are going really, really well 
(Mentor)  
Observation document  
Related to RTC. Team teaching occasion. 
Mentor asking questions of class happenings. 
Mentor model DATs-prompting, questioning 
directive, praise, building confidence.  
Friend, boss, respectful, 
positive approach  
  
  
  
  
Teaching experience, strong 
classroom practice, passion  
  
  
Sharing of ideas. Very Positive 
comments. Can do no wrong.   
  
RTC goals. Personal goals? 
Mentor participation in 
observation.  
Role of mentor  
Relationship   
  
  
  
  
Role of mentor  
  
  
  
Relationship  
Mentoring practice   
  
Mentoring practice  
Role of mentor  
3.11 Ethics  
As the researcher I am aware that I am left to rely on my own instincts and abilities 
throughout much of the research (Merriam, 2009b). Deciding what is important and what 
should be attended to, is up to me. Therefore the risk of excluding data contradictory to my 
views must be considered. DeWalt and DeWalt (2002) contend that researchers must be 
aware of ethical issues at every stage of the research, for example when considering the 
questions, selecting the context, deciding on methods through to completion. Stake (1995) 
considers most educational data gathering as, “at least a small invasion of personal privacy”  
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(p. 57). I was aware that interviewing and recording mentors and PCTs needed to be as relaxed 
and as comfortable as possible for them to feel they could be honest and that the “small 
invasion” was for a worthwhile purpose.  
Participants had a right to be involved or not, and to be able to make that decision 
they needed to be fully informed about the project. I needed to ensure that the principals, 
mentors and PCTs all understood the aims of the research and they had a choice whether they 
wished to be involved or not. When seeking entry to each school I met initially with two 
principals at two schools and one deputy principal at the largest school. At the meeting I 
described the purpose of the research and its design. I then met with the mentors and PCTs 
and it was made clear to participants that they were free to withdraw from the study before 
the data analysis stage. As this was a small study, it was important that the participants knew 
that they would not be referred to by name and that all data would be anonymous and 
confidential. It was important to maintain confidentiality throughout the process in order to 
preserve the relationship between the two, and enable the participants to be honest. One of 
the main limitations around collecting data about the effectiveness of the mentoring process 
was that people like to portray themselves in a positive light and mentors may not be truthful 
when answering survey questions (Hobson et al., 2009). This was potentially delicate but I 
made sure I was asking about the process not the person, so they would not feel personally 
criticised. Since confidentiality was maintained they may have been encouraged to be more 
honest.  
I ensured that the ethics of this study followed the Human Ethics Policy (Hattie & 
Timperley, 2007). Approval for this research was granted by Victoria University of Wellington 
Faculty of Education Ethics Committee.  
3.12 Chapter Summary  
This chapter has outlined and explained the methods used in this study. Its purpose 
was to provide an overview of the research to enable the reader to understand the steps 
taken and to gain a sense of the context in which it was carried out. Educative mentoring 
takes place in a socially constructed context. The interpretive case study approach used to 
investigate mentors and PCT’s beliefs and practices within the educative mentoring process 
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enabled the research question to be explored in a manner that best fits the sociocultural 
perspective.   
  
40 
  
CHAPTER FOUR: FINDINGS  
4.1 Chapter Overview  
The purpose of this chapter is to present the reader with a picture of the mentoring 
relationships from the data collected across the three mentor/PCT relationships. Through a 
description of what is happening the reader can gain an understanding of the mentoring in 
each relationship, how educative mentoring has been understood and implemented, and the 
degree to which educative components have emerged.   
The first part of this chapter discusses the findings of the online survey. Each 
mentoring relationship is then described; firstly by explaining the context in which it took 
place, the school and background to the relationship; secondly by relating the mentor and 
PCTs expressed understanding of educative mentoring and their perception of the role;  and 
thirdly by commenting on the evidence presented in the meetings and an analysis of the 
documents. What it all means in relation to how educative mentoring is enacted in each 
relationship is then discussed with a summary of the educative elements present.   
4.2 Findings from the online survey  
The purpose of the survey was:  
• To build a picture of present mentoring practices;   
• To identify potential participants; and  
• To ask mentors to self-identify as mentoring in an educative manner.  
The online survey provided background information and began to build a picture of 
mentoring practices with which to begin the interviews. It was anonymous and allowed the 
participants to be open and honest. I received a range of responses and a general sense of the 
issues. The final question gave the mentors the opportunity to self-identify as mentoring in 
the educative manner. Eight mentors and eight PCTs were invited to complete the survey.  
Six mentors and seven PCTs responded to the survey.  
The survey was broken into three parts (see appendix E & F). It collected data from 
demographic information, agreement to educative statements and open ended questions as 
described below.  
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4.2.1 Demographic information   
The first part of the survey asked the mentors and PCTs for some demographic 
information, the range of which is summarized in Table 7. For example, mentors and PCTs 
gave details of their teaching experience. The majority of the mentors had been teaching for 
more than 10 years with one having taught for three to five years. Three of the mentors were 
new to mentoring having been mentors for less than 2 years with the others ranging from 
more than two years to more than ten years. Five of the PCTs were in their first year of being 
provisionally certificated and two were in their second year. Informal interactions with 
mentors were reported by PCTs as varying from weekly, a few times a week, daily and also to 
a few times a day, whereas mentors reported this to be daily or a few times a week. Formal 
interactions of (meetings and observations) were mostly weekly but one mentoring 
relationship met fortnightly and one PCT reported meeting monthly. These interactions were 
reported as being thirty minutes to an hour long and one being more than an hour.   
Table 7.  
Summary of Survey demographics  
Mentor Information   PCT Information   
Years as teacher  3-5 years  
10+ years  
1  
5  
Year as PCT  1st year  
2nd year  
5  
2  
Years as mentor  < 2 years  
2-5 years  
5-10 years  
10+ years  
3  
1  
1  
1  
      
Informal interactions  Weekly  
Few times a week  
Daily  
Few times a day  
  
4  
2  
    1  
1  
3  
2  
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Formal interactions  Once a month  
Fortnightly  
Once a week  
      
1  
5  
1  
1  
5  
Time frame for formal 
interactions  
Half hour an 
hour more than 
hour  
3      
3  
4  
2  
1  
  
4.2.2 Agreement to educative statements  
The second part of the survey asked mentors and PCTs to indicate the extent to 
which their interactions met the guidelines for educative mentoring. The one to five scale 
asked mentors and PCTs to strongly disagree, disagree, neither agree nor disagree, agree or 
strongly agree with fifteen statements. The statements presented in the survey were based 
on the educative mentoring guidelines (Education Council of Aotearoa New Zealand, 2015a, 
pp. 25-26). Table 8 summarizes some of the statements and the rest can be seen in 
appendices E & F. These results indicated that generally mentors ‘strongly agreed’, ‘agreed’, 
or ‘neither agreed nor disagreed’ with the statements. They espoused meeting the 
guidelines for educative mentoring and were using the components of setting goals, 
listening, using effective questioning, encouraging reflection, and inquiring into practice etc. 
On the other hand PCT results indicated less agreement with the statements. For example, 
four out of seven of PCTs ‘neither agree nor disagree’ and ‘disagree’, that ‘during meetings 
my mentor spends more time listening than talking’. Two out of seven PCTs also indicated 
‘neither agree nor disagree’ or ‘disagree’ that their mentor used effective questioning and 
also, that time is given for reflection on practice. There was therefore some difference in the 
mentor and PCTs perceptions of the extent to which the educative components were 
happening.   
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Table 8.  
Summary of educative component statements  
Mentor statements  PCT statements  
My PCT sets their own goals  I set my own goals  
My PCTs goals are co-constructed with me.  Goals are co-constructed with my mentor 
teacher.  
During meetings I spend more time listening to 
my PCT than talking.  
During meetings my mentor spends more time 
listening than talking.  
I use effective questioning to promote deeper 
thinking to challenge my PCTs pedagogical 
beliefs.  
My mentor uses effective questioning to 
promote deeper thinking to challenge my 
pedagogical beliefs.  
Inquiry into learning and teaching is standard 
practice.  
Inquiry into learning and teaching is standard 
practice.  
We engage in meaningful learning 
conversations.  
I am aware that our learning conversations are 
meaningful.  
  
4.2.3 Open ended questions  
The third part of the survey asked mentors five open ended questions and PCTs four 
open ended questions. These questions are discussed below.   
What formal and informal training have you had for the PCT mentor role?  
 All mentors had received some sort of training within the school or from outside 
agencies in the past or more recently. There was a range of responses and three mentors had 
attended courses in the past and one had no formal training for the mentor role. Two schools 
had met during the year to discuss the expectations for mentors.  
Mentor: I attended a course at the beginning of the year.   
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Mentor: I have had no formal training as a mentor teacher, aside from reading the 
2011 publication referred to.   
Mentor: There have been a few meetings at school in which expectations and duties 
for mentors have been discussed. Our school has come up with a new PCT packet for 
us to refer to.  
In what ways (if any) has the way you mentor changed over time?  
Mentors made suggestions about how their mentoring had changed over time and 
three out of six mentioned it being more formalized and evidence based. One spoke of coming 
to terms with the role the second time she mentored, and having a learning phase. Another 
mentor was complimentary of PCTs and also empathetic.  
Mentor: I now keep a documented record of weekly meetings.  
Mentor: This is the second time I have been a mentor and feel that the first time I was 
learning…so hopefully more equipped to fulfil the role this time.  
In what ways has the relationship with your mentor changed over time?  
Four out of seven PCTs reported their relationships becoming stronger over time as 
their confidence grew and two reported relationships of collaborating as professionals and 
having professional conversations. One reported fewer meetings in the second year. Two 
other PCTs reported their relationship as ‘not particularly useful’ and in a ‘rut’.  
PCT: I feel more confident sharing my experiences and knowledge as time has gone 
by…sharing and collaborating as professionals.  
PCT: I feel that I am at a sort of rut now, I keep asking myself ‘Where to next?’ and our 
meetings have become more just talking about ‘what’s on top’.   
How are the Practising Teacher Criteria incorporated into your interactions?  
All mentors and PCTs mentioned being familiar with the PTC. They were seen as an 
explicit part of their mentoring during meetings, observations and goals being linked to them.  
45 
  
Mentor: I know them ‘off by heart’. PTC focus is explicitly recorded for each term’s 
two formal observations as the lesson’s purpose, goal and focus.   
PCT: My mentor often refers to the PTC. I have paper work to see exactly what is 
expected and my observations are based around the criteria.   
How has the blue handbook ‘Guidelines for Induction and Mentoring and Mentor 
Teachers 2011’ been incorporated into your induction programme?  
All mentors were aware of the Guidelines and had used them in some capacity, for 
example developing new school guidelines or just referring to procedures. On the other hand 
PCTs were not as familiar with them. One PCT made the suggestion that a handbook for PCTs 
would make it easier to understand the PCT role and expectations.  
Mentor: We used this book extensively when reviewing our PCT mentoring systems at 
the beginning of the year.  
Mentor: In the course we attended we looked at the guidelines and I found them to 
be easy to understand but I don’t tend to refer back to them very often anymore.   
PCT: I believe that I have a copy but do not refer back to it myself because I am so busy 
getting my head around teaching in general.  
PCT: I know my mentor is aware of it however I am not sure whether it is something 
that is frequently referred to. It would be beneficial that a handbook for beginners 
was also available-this would make it easier to speak to my mentor about my role.  
How might the induction and mentoring programme in this school be improved?  
When asked about the induction and mentoring programme in their own schools four 
out of six PCTs were complimentary about their mentoring programme.   
PCT: My school has a great mentoring programme. I feel that my school supports and 
guides me where necessary and helps me to be the best teacher that I can be.  
However there was some frustration expressed in the following examples.  
PCT: Better training for first time mentors so that all are on the same page and 
understand what their role is. I feel this is hugely important because as a beginner 
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teacher I need someone who can mentor me, rather than someone who is unsure of 
their place. However, experienced mentors and new mentors do not formally meet 
about good mentoring.  
PCT: I would have liked management to check in to see how the mentoring programme 
is working for me.  
Some issues were raised for improving the programme.   
Mentor: I feel that I would’ve been better prepared having taken a course or talked 
with experienced mentor teachers prior to the beginning of the year when I started 
with my PCT. I felt quite lost and wasn’t really sure what to do.  
Mentor: We are ‘time poor’, so alter expectations, regarding priorities, tasks, and time 
available.  
Mentor: We have just recently reviewed our programme and updated documentation. 
We will likely review the changes at the end of the year.   
Do you consider yourself to be mentoring in line with the ‘Guidelines for Induction 
and Mentoring and Mentor Teachers 2011’ and in an ‘educative’ manner?  
The final question asked mentors to self-identify as mentoring in the educative manner. 
All six mentors said ‘yes’ they were mentoring in an educative manner.   
These data started to build a picture of how mentoring was happening in the schools 
and alerted me to some issues that could be followed up on in subsequent interviews. For 
example it started to signal a difference in perception between some mentors and PCTs and 
concern around the lack of training was identified by both mentors and PCTs. Mentors and 
PCTs were aware of the elements involved in educative mentoring and these varied in the 
mentors and PCTs perceptions as to their presence. The next section continues to build this 
picture of educative mentoring by discussing each of the three relationships.  
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4.3 Relationship One   
Mary (mentor) and Maggie (PCT) Kiwiland School  
The largest school in this case study, Kiwiland School, had four PCTs. A Deputy Principal 
(DP) was allocated the task of over-seeing the roles and responsibilities of the PCTs and their 
mentors. Guiding folders were issued to outline the process and provided documents to be 
used. These included master sheets for recording the focus of PCT meetings and use of PCT 
release/learning time, a goal sheet summarising the targeted students and their action plan, 
a reflective journal, and professional development log for recording any professional learning 
undertaken. There were also master sheets available for mentors to record class observations 
and feedback to PCTs. Mentors and PCTs met together each term with the DP to clarify any 
issues. Mary (mentor) found the larger staff gave her the opportunity to chat with other 
mentors.  
Mentor: I have the advantage here it’s a big staff, lots of colleagues and a number of 
us are mentor teachers at the same time. That’s a form of in-house support and 
chitchat.   
The DP met weekly with PCTs in pairs to oversee the programme. There was support 
from the DP for mentors as required but there were no formal interactions within the school 
or with mentors in other schools. Mary (mentor) would like the support to include meeting 
with other mentors in a more formal context.   
Mentor: It would actually promote the role. It would give it professional validity, 
profile it, high-light it. I would get very good conversations out of it. Probably genuine, 
honest conversations, and sharing of scenarios. I would get a sense of comradery and 
motivation.  
4.3.1 Background to the mentoring relationship  
Mary (Mentor) and Maggie (PCT) were in the first year of this mentoring relationship. 
Their classes were in different buildings, they taught at different levels and they were in 
separate teams within the school. This meant that outside their weekly meetings and 
scheduled observations twice a term, they did not have easy access to each other. Both 
agreed that the formal part of the process was followed and meetings and observations 
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worked well. Educative mentoring was espoused as happening and had the potential to be 
enacted but was not always happening within this relationship at this time.  
Mentor: We will come together once a week and this is our time to do that and in that 
time we will discuss ...so there is a sense of purpose to it.   
PCT: Inside our meetings, fine. We talk about things.   
There were differing views emerging around the relationship. The mentor purposely 
wanted a formal and professional relationship in which to accomplish her mentoring.   
Mentor: I decided it wouldn’t be a relationship based on friendship. It’s a professional 
relationship and it runs smoothly on those terms.   
However the PCT had noticed this and was puzzled that the relationship seemed to 
stop outside these formal and professional interactions.   
PCT: Outside meetings, we don’t have a relationship.   
It seemed that the PCT did want more than a professional relationship. However being 
a larger school she had other avenues within the school to solve issues and answer questions 
which could not wait until the next meeting.  
PCT: I would often go and see someone in my own team if I had questions that I 
wanted answers for.   
She felt well supported by others in her team and across the school. Her weekly 
meetings with the DP and another PCT were very supportive.   
PCT: Have a meeting with the Deputy Principal every Tuesday. Sometimes all you need 
is a sounding board. That’s incredibly helpful and I like that I have got that. The DP is 
at the end of the phone if I ever need her or email.   
4.3.2 Mentor’s espoused understanding of educative mentoring and perception of the role  
  
Mary (mentor) had been in a position of tutoring in the past and saw her role as one 
of guidance and support and supporting Maggie (PCT) in becoming part of the school culture.   
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Mentor: I helped to welcome her into the school, so it was built on a basis of warmth 
and accommodating and approachability. Like at the end of term one, I met her for 
coffee one afternoon in the holidays.  
She offered a model of professionalism, and operated a high trust model. For example 
she expected that the PCT’s planning would be up to date and did not check it.   
Mentor: I see it as offering a model of professionalism, so guidance, a model of 
professionalism, support. Not micromanaging.  
Mary had identified herself as mentoring in the educative manner in the initial survey. 
She was clear about educative mentoring growing teaching and learning practice.  
Mentor: What sits behind it is growing practice and pedagogy. It sits around best 
practice and going beyond the day to day. It’s about what are you doing and why are 
you doing it this way? As in education, to educate the person, to grow them up in 
terms of knowledge and skills and abilities.   
She maintained that mentors needed to possess special skills and knowledge to be 
effective mentors that build the PCT’s self-efficacy to be teachers.   
Mentor: Mentors need to have a big personality in a sense that it is generous and a 
big heart and reassuring and growing good practitioners, the authentic practitioners 
not a carbon copy of oneself, instilling in young teachers the confidence to be 
themselves in the classroom, but within the bounds and the framework of 
understanding best practice and understanding of pedagogy and learning theories and 
constructs.   
Mary believed conversations needed to be around teaching and learning and 
classroom practice and alluded to the importance of both the PCT and mentor being receptive 
and good at listening.  
Mentor: There is the skill of being an active listener, a listener not a talker, and being 
receptive to the message and sensing the concern through what is not stated.   
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She took the professional role of mentoring very seriously and saw it as a formal role 
of meeting the school expectations not just one of compliance. Having the conversations and 
conducting the activities of regular meetings and class observations were important to her.  
Mentor: It’s not a paper sign off...it keeps you professionally honest. Coming to it from 
a perspective of professionalism and integrity.   
Mary was familiar with the Guidelines for Induction and Mentoring book.  
Mentor: I think the guide book the Teacher’s Council made has made a really good fist 
of it.   
4.3.3 PCT’s espoused understanding of educative mentoring and perception of the role  
Maggie (PCT) recognized that a mentor and PCT needed to work alongside and 
acknowledged Mary (mentor) as a skilled teacher who provided critical feedback during 
observations.   
PCT: I think they need to be problem solvers but also to be supportive of your ideas as 
well as I guess just being there as a sounding board. She is very good at jumping in and 
giving me advice on the spot as well…it’s actually quite good to get that instantaneous 
feedback. Critical feedback for me is really helpful to reflect on my own practice and 
sort of match up with how I think I went.  
She recognized the mentor’s role in the process but also saw the bigger picture of 
others’ involvement and accepted her own responsibility in the process.  
PCT: I guess it is educating the person in their own ability to educate. But that 
education of the PCT comes from so many avenues. It comes from both, the kids, the 
parents, the staff but also the mentor teachers. So the mentor teacher has a role in 
that, but it is not just the mentor’s role, within that. There are a lot of things that I do 
as a PCT, I do my own reading.   
Maggie emphasised the importance of the support she was given from other PCTs and 
teachers.  
PCT: My team are incredibly supportive and any of the staff here you can go and ask 
questions of and that kind of thing. It is really good as well extra PCTs here cause we 
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go out for lunch every so often and have a ugh moment. The DP is basically functioning 
as my mentor teacher in terms of the role of being, ok this is where you are at, let’s 
do something about it, kind of thing.  
She referred to the Guidelines looking for what she could expect from her mentor.  
PCT: One of the things in the mentor teacher book, which I have read now.... it’s 
supposed to be beneficial, beneficial for the PCT.   
Maggie was self-motivated to take on professional learning and development.   
PCT: I do my own reading, things change and new research is coming out all the time 
about ways of doing things. I really like going on courses and things like that.   
4.3.4 Mentoring activities  
a) The meeting  
The purpose of the recorded meeting of Mary and Maggie was to look at planning and 
assessment and how it might be organized. The mentor began by checking that this was what 
the PCT wanted and expected.   
Mentor: This afternoon, let’s look at my planning and organization with a view to help 
you with yours, is that where we are going?  
PCT: Perfect.  
Mentor: Would you like to look at the actual planning and planning for delivery as 
opposed to assessment first?  
PCT: I don’t mind, why don’t we do assessment first and then go to planning, since we 
have got it here.  
For the rest of the meeting the mentor spoke about her planning and assessment and 
shared how her folder was set up. The PCT responded to her mentor sounding as though she 
wanted to please her with these comments. The following are examples of the affirming 
remarks made. It also seemed that the motions of showing and acknowledging the contents, 
were being performed as a task that needed to be completed.  
Mentor: Cool, just like you…folder for everybody, clear file as needed, 
documentation, year level, you know dependent and task based. Just totally the 
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same that you have. Also have separate clear files for the core curriculum, labelled 
reading, writing and maths assessments.  
PCT: Yep.  
Mentor: Usage of these is quite level dependent like for example I will, when I come 
to do them, pop their JAM assessment into this one individually.  
PCT: Cool.  
Mentor: But obviously I have a system of individual filing so it’s one or the other.  
PCT: Yep, sure.  
During the meeting the mentor asked 30 questions, 28 of which were closed questions 
requiring a one or two word response. Many of the questions confirmed what was being 
shared.  
Mentor: Now let’s look at planning. Shall we do that?  
PCT: Yeah.  
Mentor: Mmm, and this…did I give you a copy of these?  
PCT: Yeah, I have got that, it is at the back of the Numpa books so…  
The mentor and PCT asked one open question each requiring a more lengthy response 
or explanation.   
Mentor: In your team what was the discussion?  
PCT: In that PCT is different so I don’t need to do it, but I will talk to B because we are 
doing PCT folder stuff next Tuesday.   
PCT: What are you writing in here?  
Mentor: I just give, for example if it talks about, it’s all of the indicators based on the 
learning progressions in the first year of school, so spoken language… I would say, 
prompted spoken language, captures…so I make reference to those indicators. It’s 
making notes based on these criteria so that could be something that could work 
with you in the future.  
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The mentor spoke for the majority of the time (62%) the PCT for less (38%). On this 
occasion there were no next steps or goals set for the PCT regarding her planning and 
assessment but she did learn about her mentor’s planning. At the end of the meeting the 
mentor encouraged the PCT to get her folder set up and hoped this meeting had been useful.  
Mentor: Was that helpful just physically seeing models of organization now?   
PCT: Yeah, for sure makes me have something to work towards.   
It was not possible to know what the PCT would do about her planning or how she 
reflected on what she had learned. The implications for this are discussed in the next chapter. 
b) Document analysis  
Document analysis included PCT feedback from a formal classroom observation and 
a PCT end of term progress report. Both these practices were fully recorded and related to 
the dimensions of the PTC.   
Mary’s (mentor) observation feedback from Maggie’s (PCT) guided reading lesson   
At the top of this document was written the current goal of criteria 6 of the PTC; 
conceptualise, plan and implement an appropriate learning programme. Feedback on the goal 
was written as ‘what was effective, and what else would work in this guided reading lesson’. 
It was stated that ‘Mary and Maggie took the opportunity to use this session as a team 
teaching occasion’. The instructions given to the students were noted but I am unsure if this 
was from the mentor or PCT. The mentor’s interventions were summarised under the 
heading, what did you see me do today?  
Mentor: The PCT saw the mentor involve the children by prompting and being 
directive. The mentor used questioning techniques regarding morphology (finding the 
music in words). The PCT enjoyed the mentor’s use of praise to build confidence in 
children’s perception of their abilities.    
The question, ‘Where to next from here?’ was written, and recommended:   
Mentor: Incorporating new and different strategies into the reading programme 
based on the PCTs own professional reading, such as Effective Literacy Practice, 
Teaching Reading Comprehension, and Teaching Reading Comprehension Strategies.  
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It was not clear what these different strategies would be, or how, and when they 
would be implemented, or if they were recorded as a specific individual goal for the PCT to 
improve her practice. Tick boxes below this summary, were used to show observed good 
examples of teaching, such as a visible learning intention being used, and whether children 
were able to carry out the task. This was likely to reassure the PCT that she was on track. It’s 
not clear whether this happened or not.   
Mary’s (mentor) end of term progress report for Maggie (PCT)  
The end of term progress report made comments against each of the twelve criteria 
of the PTC. Although the one or two sentences were general in nature, examples of how these 
were being achieved were given. For example, criterion one; establish and maintain effective 
professional relationships focused on the well-being and learning of all akonga.  
Term Two, 2014: Maggie interacts confidently with students, colleagues and parents. 
She is establishing relationships within the wider school community, as evident in her 
role on the School Gala Committee.  
Term Three, 2014: Maggie engages positively with students, and is particularly mindful 
of the dynamics and learning needs of the younger boys in her class.    
There seemed to be a dominance in referring to the PTC in both the observation 
feedback and end of term progress report. These performance goals were the focus in both 
cases and seemed to be quite separate from the setting and meeting of tailored individual 
goals of educative mentoring. The implications for educative mentoring are discussed in the 
next chapter.  
4.3.5 What it all means  
Kiwiland School required mentors to  
• Observe and/or demonstrate in the classroom;  
• Complete reports and observation documentation; and  
• Attend courses and professional development for mentor teachers.  
Mary and Maggie met regularly for lesson observations and lesson demonstrations; 
reports and observation feedback were completed. Mary had mentored other beginning 
teachers, was familiar with the Guidelines but had not attended any recent courses for mentor 
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teachers. She was keen to support any formal interactions with other mentors, although this 
hadn’t taken place. The formal requirements set out by the school of observing and 
demonstrating lessons and completing reports and observation documents were being met. 
However recent professional learning was not. The picture built up of the relationship 
suggested that Maggie (PCT) was puzzled by the formal relationship and perhaps this inhibited 
her development. She seemed to be open to a more informal relationship including more 
emotional support. This relationship appeared to be a formal professional relationship with 
the mentor in charge.   
From the interview data it appeared that both Mary and Maggie had some 
understanding of ‘educative’ mentoring. Mary (mentor) identified that it was not only 
guidance, support and reassurance but also about having a conversation with the PCT about 
‘what’ the PCT was doing and ‘why’. Maggie (PCT) saw the component of critical reflection as 
paramount to educative mentoring. However during the meeting she was not given the 
opportunity to discuss or reflect on her own planning and assessment or to set a new goal for 
this. The mentor did most of the talking and the majority of the questions were of a closed 
variety. The setting of goals when examining documents were set around performance 
relating to the PTC rather than a more specific and personal teaching and learning goal for 
Maggie (PCT) focussing on the learning needs of the students and Maggie.   
Some elements of educative mentoring with a mentor were happening in this 
relationship (See Table 3, page 20). Since this relationship was a professional relationship with 
the mentor in charge, and did not go beyond the formal meetings and observations there was 
little emotional support offered outside these formal interactions. However emotional 
support and becoming part of the school culture was present within Maggie’s (PCT) team, 
meetings with the DP and other teachers within the school. There was little evidence 
addressing the students’ learning needs during the meeting but this is not to say that this 
would not happen at other meetings. The mentor was an experienced teacher and this was 
acknowledged by the PCT during the interview. She was also team leader of another team and 
modelled a good vision of teaching as discussed with team teaching example during the 
observation. At this time the mentor took over the lesson and decided that the modelling of 
some approaches would be beneficial. Meetings and observations were taking place but the 
formal learning conversation revealed little evidence of inquiry into practice, deconstruction 
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or co-construction. The mentor spoke for the majority of the time and asked only one open 
question. Personal goals were not in evidence during the meeting or in the documents.   
In summary, in this relationship firstly, there was a geographical difference between 
classrooms and, secondly the mentor wanted it to be a formal relationship and, thirdly the 
PCT felt the need for more emotional support. There appeared to be a mismatch in clarifying 
the role for the mentor and what was expected, and meeting the needs of the PCT.   
4.4 Relationship 2  
Janine (mentor) and Alex (PCT) Pukeko School    
Pukeko School had 167 pupils and one PCT. There was no school policy for induction 
and mentoring to guide the mentor or PCT. However the PCT maintained that the mentor was 
always available and open to talk, which provided her with the support she needed. The 
mentor had the support of the school management team when required.   
PCT: She’s got an open door policy it just makes it so easy. In some respects I just don’t 
need much more than that, we can approach anything and everything when it 
happens.   
Janine (mentor) had tutored many student teachers in the past and was presently on 
the Aspiring Principals Programme (APP). She recognised that some PCTs needed daily 
meetings or interaction to begin with, and some did not and therefore she was flexible in her 
approach with each new teacher. Supporting new teachers to ‘come up with solutions 
themselves’ rather than ‘telling people this is how I do it why don’t you do it’, was singled out 
as important. Janine welcomed ‘any opportunity to share and meet with other teachers that 
are in the same role’ and although this had never happened in her role as a mentor, she could 
see that perhaps meeting up with both mentors and PCTs initially as a cluster of nearby 
schools would be of value.   
4.4.1 Background to the mentoring relationship  
Janine and Alex were in their second year of this mentoring relationship. They worked 
in classrooms which were next door to each other and their students were a year apart in age 
so there were many undertakings such as reading, writing and maths assessments, and topic 
57 
  
planning in common. Both identified the effective part of the relationship as being the regular 
activities of meetings and observations.   
Mentor: Definitely regular meetings, keeping it documented, regular observations so 
she can work on her practice which she does do and just keeping those lines of 
communication open.   
The PCT appreciated that her mentor was doing her job in a manner that not only 
supported her development but also made her feel trusted and helped build her confidence. 
Both mentor and PCT acknowledged that this relationship went beyond being a professional 
mentoring relationship. The element of friendship became apparent.  
PCT: We are friends but I also know that she is my mentor. Given me confidence 
actually in myself as a teacher. I actually feel like I am now more of a colleague than a 
student.   
Mentor: I get her enthusiasm and energy…and I actually have a friend not just a 
colleague.   
Janine (Mentor) was complementary of Alex’s (PCT) skills of ‘caring 100% for each and 
every one her students as individuals’. She maintained that they had ‘really good 
conversations’ and were able to laugh at things and genuinely enjoyed working together.  
4.4.2 Mentor’s espoused understanding of educative mentoring and perception of the role  
Janine (Mentor) initially said that she was unsure about what educative mentoring 
was, but given time to ponder, explained it as being a shared approach with both the mentor 
and PCT contributing their ideas and engaging in a conversation. She also identified it as a 
‘coaching type of role’. However she qualified that by saying ‘contemporary coaching’ which 
involved getting Alex (PCT) to think about solutions in context, what she wanted to achieve, 
and where she was going next.  
Mentor: Rather than you sit there and I will tell you how it is done, it’s you sit there 
and talk about what you are going to do.   
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Janine (mentor) emphasised that being an educative mentor contributed to her own 
learning and understanding of herself as a professional. She was aware that she was also a 
learner.  
Mentor: I think that looking for strengths within yourself or looking at the things that 
aren’t strengths…that I can improve on in my own practice and my own 
professionalism.   
The opportunity to share and meet with other teachers in the same role would be 
welcomed by Janine as she had no contact with other mentors. She suggested that meeting 
at the beginning of the year as a cluster would be beneficial. Although she was mindful of the 
Guidelines, she preferred a university resource publication she had been given a few years 
ago which related to mentoring and settling in of new teachers but not necessarily with an 
educative approach. It provided a checklist of a technical nature which ensured new teachers 
had been shown where resources were and initiated them into becoming part of a school 
culture.  
Mentor: Really used that book (university resource)…more than the Teacher’s Council 
one because it is specific and it gives you check lists and things like that.   
Janine (mentor) saw her role as being available, and dealing with issues as they arose 
without having to wait until the next meeting. From the interview she explained that she was 
part of the APP, which was delivered in a framework of ‘coaching’. This made her aware of 
the skills of ‘listening, effective questioning, reviewing, and reflecting constantly’ as key to her 
role as mentor.   
Mentor: We don’t want mini ‘mes’ everywhere. Alex can be asking me a question 
about how to deal with a situation and by the time she has finished telling me it she 
will have solved it herself.   
4.4.3 PCT’s espoused understanding of educative mentoring and perception of the role  
Alex (PCT) explained mentoring as a ‘huge role’ and acknowledged Janine (mentor) as 
being part of her ‘learning journey’ to guide her in the process of developing as a teacher. She 
expected her mentor to give feedback, reassurance and ideas on improving her practice. She 
believed that the fact she and her mentor shared the goal of ‘meeting the needs of her 
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students’ was of great support. However she was also looking to the end of the process and 
registration as a teacher. Alex felt safe and secure to try new approaches.   
PCT: I’ve made mistakes as everyone does, but I also feel safe in knowing that I have 
made them that’s okay, let’s talk about it and let’s move on.   
Alex (PCT) saw the role of the mentor as someone who was ‘open to listening to other 
peoples’ ideas and being receptive’. This listening had developed into a ‘reciprocal two way 
relationship’ where she really felt listened to because her mentor asked questions, and 
showed a genuine interest which made her feel ‘valued’.   
While she had a long way to go in her teaching and learning it was important to Alex 
that she felt like a colleague with her mentor. She was respectful not only of her mentor but 
also of the existing knowledge in the school and utilised these other colleagues too. She 
confidently expressed that being a colleague with the added bonus of friendship was valuable.  
PCT: Just having a good relationship and having a relationship like I have with Janine 
which is the approachability and openness and knowing that she’s also a friend and 
not just a colleague.   
The next section describes the mentoring activities of the meeting and supportive 
documentation to give a further glimpse into how this relationship might be educative.  
4.4.4 Mentoring activities  
a) The meeting  
The meetings are more about Alex’s (PCT) specifics and talking about things that 
happened for her with her students or her families or her learning. (Mentor)  
The expressed purpose of this recorded meeting was to recap on the previous meeting 
and discuss events happening in the classroom and school. This included things such as 
Resource Teacher of Learning and Behaviour (RTLB) referral, a kindergarten visit, student 
behaviours, school programmes such as Te Reo language and looking ahead to the end of 
term. The mentor encouraged discussion by asking a question and listening, but also making 
suggestions which often expanded the topic. For example, there was evidence of a relaxed 
relationship where the mentor shared her knowledge about an administrative issue for a RTLB 
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referral. This was a checking of the process but also demonstrated the relationship to be on 
an equal footing.  
Mentor: You have been in contact with her caregivers about that PCT: 
No I haven’t at this stage because they are away.  
Mentor: But they know that something… you have been meeting with them?  
PCT: Yep, so that last meeting I discussed the RTLB referral and said that I would get 
that all typed up and ready which it is, and get her to look over that before I send it 
off, so that she is happy with it.  
Mentor: Ok, and when are they back?  
PCT: Back next week, so hopefully I’ll be able to catch up with her straight away on the 
Monday.  
Mentor: So you have already got verbal permission for that RTLB referral, so you don’t 
necessarily need to wait for that to be sent off.  
PCT: I think she has to sign the form.  
Mentor: No you have got verbal permission so on the form, it says or verbal 
permission.  
PCT: That’s me not reading properly then.   
They then brain stormed how to support two students. In one case this was how to 
help a student’s learning and how his family could help. The other was in celebration of 
settling in a new student and identifying a strength in working independently while painting 
which took the form of a sharing dialogue. The PCT had thought about the students she 
wanted to talk about and had suggestions to make but was also receptive of suggestions made 
by her mentor.  
PCT: But I discovered something, and I thought it was really cool. We did painting 
and we painted the lady bugs …so I got the new kids to paint their lady bugs and he 
just took to it. I didn’t have to give him any instructions.  
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Mentor: How did he hold his paint brush?  
PCT: Kack-handed, he actually held his paint brush a lot better than what he held a 
pen.  
Mentor: Mmm, bigger paint brush?  
PCT: Yeah and also because he held it further back and I think the application is 
completely different too.  
Mentor: Bit more smooth and fluid.  
PCT: Also he obviously really enjoyed doing it, something he hooked into, he felt quite 
engaged with and he actually had quite good success. I’ll go and get it.  
Mentor: That would be cool and if that’s what we need to do to get him to write so 
for example I’ve had children in the past, where instead of a book they are writing on 
big bits of paper and really big felt tips pens.    
During the meeting the mentor asked twenty-six questions, seven of which were open 
questions and challenged the PCT to think about her teaching and learning.   
Mentor: What else have you got? Have you got anything else on top that’s, how are 
you feeling now that we are coming to the end of the year, the roles, your 
responsibilities?  
PCT: I actually feel really good about it and I’m really looking forward to next year to 
maybe developing those even further because I’ve more of a handle on how things 
work. It is almost like that whole honeymoon period of that first year where 
everything is a first and you have to work it all out and I know a little bit more now 
and I’m a little  bit wiser.  
Mentor: So are you talking about your responsibilities with te reo and art?  
PCT: Yep, te reo and art also just my teaching responsibilities. Some things are 
actually really starting to click and make sense, they are so damn obvious and I know 
I say this all the time but I guess the more I do the more obvious things become like 
my writing and maths this week. My maths was creating groups and taking photos 
and talking about what we saw.  
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The end of the above conversation ‘and talking about what we saw’ was perhaps a missed 
opportunity for deeper thinking about why and how this learning was valuable if it was. The 
PCT spoke for the majority of the time (59%) and the mentor for less time (41%). The open 
questions asked by the mentor encouraged the PCT to solve issues herself. The mentor 
asked one last question, “Did you have any feedback about your progress report last term?” 
This gave the PCT an opportunity to reflect on the mentor’s report and discuss any issues 
but the PCT responded, “No.” There was a sharing of ideas and listening to each other up 
until the end of the meeting. The implications for this are discussed in the next chapter.  
b.) Document analysis  
Documents included minutes from a meeting, feedback from a formal classroom 
observation, and a progress report based on observation and discussion.   
Janine’s (mentor) minutes of a formal meeting    
The meeting minutes were brief and clearly laid out, with bullet points under the 
headings of: from last meeting; and what’s on top?   
The important dates and times and event decisions were recorded. Since these were 
the minutes for the recorded meeting discussed above, I am aware of the lengthy discussions 
which went on around each event. I know that students learning needs were discussed. The 
meeting minutes were brief but reflected the topics discussed and were recorded during the 
meeting. There were no goals recorded or set in the meeting minutes.  
Janine’s (mentor) observation feedback from Alex’s (PCT) maths lesson   
The analysed feedback was from a formal classroom observation maths lesson. The 
sequence of the lesson was described and summarised by the mentor. Comments were made 
about the lesson plan, introduction, management and activities used during the observed 
lesson. The teaching and learning strategies commented on included, using prior knowledge, 
modelling, questioning and setting expectations of behaviour. Specific feedback was given for 
routines and roles, for example:  
Mentor: Great links to prior knowledge – yesterday 60 minutes in an hour, 60 seconds 
in a minute. You modelled on the board the jumps to get to 10. Reminding children of 
what was expected in their noise levels. Had your WALT clearly displayed for children 
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to access. It is fantastic to see the children getting used to routines and roles in the 
classroom.   
The suggestions and general comments were encouraging and proposed the 
implementation of four strategies.  
Mentor: Keep going back to the learning intention. As well as reminding children about 
expected noise levels keep congratulating children who are working at expected level 
and tidying up etc. could get the children to ‘think in their heads’ incorporate both 
imaging (maths) and not calling out (behaviour). Using a modelling book to record 
what you are doing as whole class learning is handy for children to access later on 
when doing independent work.   
There was no evidence that the PCT was asked to reflect or deconstruct the lesson or 
if the suggestions would be implemented. However a general comment at the end of the 
report praised the PCT for her planning, the observed progress in the students’ learning, and 
taking on board and implementing former suggestions. This led me to think that the new 
suggestions would be implemented but there was no new goal set.   
Mentor: You are doing a great job by being firm and caring and you have moved the 
children in their content and knowledge-this has been noted by other staff members 
also. Your planning is up to date and shows progress. It has links to curriculum 
documents. You have shown that you are willing to take on suggestions and your 
classroom displays are colourful, interesting and relevant.    
Janine’s (mentor) end of term progress report for Alex (PCT)  
The progress report was compiled from observations and discussions. Comments were 
made on seven of the twelve criteria under the RTC headings of professional relationships and 
professional knowledge. Points for further development were given for four of these criteria 
and left the PCT with issues to consider. For example planning and assessment:  
Mentor: Files and curriculum documents are accessible. Planning has teaching 
elements incorporated. Anecdotal notes have been added, as are researching of 
resources for the syndicate and class.   
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Mentor: Points for further development: Planning folder-dates need to be updated, a 
good point of reference for this is to think ‘can a reliever pick this up and run with 
it?’ Assessment folder: This is not up to date? Think of a system that best suits you.  
The report was a summative report, and took into consideration observations and 
discussions. It was written in a positive, helpful way which gave direction and concluded with 
encouraging the PCT to ‘carry on with reflections and adding them to your planning’.   
4.4.5 What it all means  
Pukeko School required its mentor to do the job of mentoring based on her own 
knowledge and skills as there was no policy in place to guide her or the PCT.  
Janine (Mentor) and Alex (PCT) met formally with regular meetings and observations, 
and informally as they were in close proximity, taking advantage of the ‘open door policy’ of 
the mentor to discuss students, families and teaching and learning as it came up. Janine 
(mentor) had no contact with other mentors, but had resources on hand, the Guidelines and 
an older university publication for mentoring which she preferred and utilised to guide her. 
The added dimension to the relationship of friendship was mentioned by both the mentor 
and PCT along with mutual trust and respect.   
Janine and Alex both had some understanding of what the ‘educative’ part of 
mentoring referred to. Janine (mentor) identified that it was a shared approach involving 
conversations as a platform to solve any issues. Alex (PCT) welcomed ideas and feedback from 
her mentor to try new things and build her confidence. The mentor asked a number of open 
ended questions which gave the PCT the opportunity to talk for the majority of the time and 
share her classroom experiences relating to her students, families and her own teaching and 
learning. The supplementary documentation of meeting minutes, classroom observation and 
progress reports were relevant, and made helpful suggestions for the PCT. However there 
were no personal goals related to the PCTs classroom practice in evidence.  
Elements of educative mentoring were happening in this relationship (See Table 3, 
page 20). There was emotional support and Alex (PCT) felt like a colleague around her mentor 
and other staff members and was firmly part of the school culture. The conversations around 
the students confirms the focus was on the learning needs of the students. Janine (mentor) 
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was Assistant Principal (AP) as well as an experienced classroom teacher and was presently 
part of APP. Alex (PCT) identified that a ‘reciprocal two way relationship’ had developed where 
she really felt listened to because her mentor asked questions, and showed a genuine interest 
which made her feel ‘valued’. The reciprocal nature of the relationship demonstrated a shared 
understanding around the students’ learning needs as demonstrated by the dialogue above 
(page 59 & 60). Learning conversations were taking place with some evidence of 
deconstruction, as described above. Reflection was encouraged by open ended questions. 
Janine (mentor) recognised that all PCTs had different needs. Weekly meetings quickly 
became fortnightly as Alex (PCT) proved herself to be quite capable of getting things done and 
taking on board new ideas and trying things out. It is possible that different needs may have 
needed to be addressed at these meetings. Alex (PCT) reported critical feedback being given 
in such a ‘lovely way that made everything seem really positive even if it is in negatives’. 
Personal goals were not in evidence during the meeting or in the documents analysed. There 
were no personal goals set for Alex (PCT) during the meeting or in the documentation from 
the class observation but there were suggestions for development. The element of friendship 
was an extra that was mentioned by both mentor and PCT and the importance of this perhaps 
warrants more investigation and is discussed in chapter five.  
4.5 Relationship 3   
Lisa (mentor) and Hannah (PCT) Tui Primary School   
Tui Primary School was a school with 407 pupils and had three PCTs. A new school 
document had been drawn up based on the Guidelines and PTC which were to be used in 
partnership. It was expected that the PTC would contribute to the documentation required to 
work towards full registration. These were shared with all mentors and PCTs at a meeting 
early in the year by the DP who had responsibility for overseeing the mentoring programme. 
Lisa (Mentor) at this school was aware of the clear guidelines but wanted some further check 
by management.  
Mentor: Very clear guidelines. We need to have our management to come and check 
that we are doing the right things as well. We send copies of our minutes, perhaps a 
conversation might be good.   
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The PCT used the terms, tutor (term used prior to educative mentoring 
implementation) and mentor interchangeably and utilised the school guidelines to make sure 
she was meeting the expectations.  
PCT: Had a meeting with our DP and there was a new document formed a PCT 
document…outlining expectations and how many times we should meet and what we 
should do, expectations for observations and things like that…I refer to it to make sure 
I am doing what the school expects.  
4.5.1 Background to the mentoring relationship  
Lisa (Mentor) and Hannah (PCT) were near the end of the first year of this mentoring 
relationship. They taught classes where the students were a year apart in age and their classes 
were close to each other and within easy reach for informal chats. The mentor identified the 
relationship as being one of professional colleagues.  
Mentor: I admire her strengths, I let her come to me a lot of the time. What do you 
need? How can I support you? I think it’s a good professional collegial team.   
The mentor and PCT both identified the informal discussions and that on the spot 
chats worked well for them. The PCT found the relaxed relationship gave her confidence 
which helped her cope with classroom observations.  
PCT: I don’t enjoy that (observation) but I have to get over myself but mostly it is 
probably an informal relaxed relationship which has worked for me confidence wise.   
4.5.2 Mentor’s espoused understanding of educative mentoring and perception of the role  
Lisa (Mentor) explained educative mentoring as being ‘reflective’ and not just about 
what she knew but linking her knowledge and skills to pedagogy and professional reading and 
other people’s theories. She then doubted this explanation, by saying ‘I could be completely 
on the wrong track’, but did know that it was ‘not just sharing my recipes’. Lisa had 
reservations about whether she was doing the best job and felt something was missing.   
Mentor: I don’t know quite how to describe it. I do go in there and say: What can I do? 
How can I help? I feel redundant a lot of the time because I do feel that she is a very 
competent teacher.   
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She saw her role as providing experience and direction for Alex and encouraged her to 
think for herself. Although Lisa, who was an experienced teacher, worried that she did not 
have the skills to meet Hannah’s needs. This perhaps signals the need for training and 
professional learning.   
Mentor: I get challenged at times as to how I am going to put something across if she 
does ask a question. I question every day, am I actually supporting Hannah as well as 
I could be?   
There was little support in place when Lisa (mentor) tutored her first beginning 
teacher. She has attended a number of courses over the years and recently started an online 
course but did not complete it. Getting together with other mentors a few times a year and 
‘learning from one another’ and creating a network within the cluster of nearby schools would 
be really useful. She was adamant that it would have to be constructive and being given 
release during teaching time would show management support for mentoring.  
Mentor: As long as they don’t become a session where it is just this happened, and 
this happened it has to be a constructive conversation it can’t be just a venting session.   
4.5.3 PCT’s espoused understanding of educative mentoring and perception of the role  
Hannah (PCT) identified the important elements of educative mentoring as inquiring 
into her practice and reflecting on her practice.   
PCT: I suppose if it is educative mentoring it’s about the teaching and the process and 
the looking for that whole inquiry type thing, looking at the practice and it’s always 
reflective.   
Hannah valued her mentor as an experienced teacher with strong curriculum and 
pedagogical knowledge. She thought mentors needed to be good communicators and a 
‘people person’.  
PCT: I can go to my tutor teacher with whatever, even if it is a silly question. She has 
often said to me there is never a silly question. So I feel reassured. It would be terrible 
to have someone who I wouldn’t feel able to go to with anything. If there was a barrier 
up that would be the worst.   
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She acknowledged that she needed positive comments to build her confidence but she 
wanted more than this.   
PCT: She tells me I am doing a good job and the feedback has been positive but 
sometimes that hasn’t been enough, you’re doing so well, you’re brilliant everything 
is great.   
Hannah (PCT) expressed the need for more discussion and challenge. For example she 
could be asked to justify her choices of teaching strategies. More questions like ‘why have you 
done it that way?’, rather than ‘how has the week gone?’ would be more helpful to her 
teaching and learning. Hannah felt it needed to be more about the ‘way she was teaching’ 
rather than the ‘act of teaching’. This lack of challenge is evident in the recording of the 
meeting discussed in the next section.  
4.5.4 Mentoring activities  
a.) The meeting  
The purpose of the recorded meeting was to give feedback from the recent reading 
observation and to discuss events happening in the class and school. The mentor talked about 
what she saw in the observed reading lesson and the PCT responded with one word or one 
sentence responses. Hannah (PCT) was not given time to reflect during the meeting, but she 
may have already done this after the observation. When the mentor said, ‘it did seem you 
were doing a lot of talking’, this seemed a good opportunity for Hannah (PCT) to deconstruct 
by describing and analysing why this was happening at this time, but this did not happen.  
Instead Lisa (mentor) said she did not need to justify why.  
Mentor: What you were doing was absolutely fine and I put that down. I know I was 
supposed to be looking at this stuff but I was listening to your reading as well. The 
way that they were allowed to read independently for a wee while to allow you to go 
and roam. That’s a really effective thing. That’s very cool. It did seem that you were 
doing a lot of talking but I am taking a little snap shot, I’m looking at lots of things 
and I’m turning back and then I’m looking at lots of things so I don’t think I’m being 
judgemental.  
  
PCT: I did. I did do a lot of talking because they didn’t kind of get.  
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Mentor: And that’s your reason and that’s fine, don’t justify, that’s just what I saw and 
you have a reason for it, that’s great. I did put down, do you use post-its?  
PCT: No I haven’t been.  
Mentor: So just when you have got your book, that way you know exactly 
what…because when you pick up the book oh this is what I want, this is what I want 
to do. By the time you get to your reading group though that’s all gone especially 
when you have had a hard group just before. So that option, particularly with that 
older group.  
PCT: That makes sense, yep.  
There were no new goals arising from the observation, set at this time. The meeting 
also attended to discussing student’s progress and the mentor was complimentary of the PCTs 
role in that.  
Mentor: I didn’t put it in here but A she said, ‘classroom’, she stopped, she looked 
and she went back and changed it to ‘room’ which was correct so she is really 
visually checking and she has come on so far, well done.  
PCT: Yes, she has.  
Mentor: And she won’t need reading recovery, she’s twelve.  
PCT: That’s a thirteen, nearly thirteen.  
Mentor: That’s fantastic. That’s absolutely huge and that’s you.  
Lisa (mentor) was an active listener when Hannah (PCT) shared an interaction with a 
parent and how to handle a gifted student. Hannah had the opportunity to deconstruct and 
explain the situation and present evidence she had observed and how she had approached 
the situation. The mentor was supportive and also considered next year for this student.   
PCT: I had a meeting with H’s Mum during the week, she approached me during the 
meeting just to see how she was doing socially in class. She has been a bit upset at 
home.  
Mentor: Really? About what?  
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PCT: Well she couldn’t really elaborate but I said she was fine. She is upset and crying 
at home about school and I said that she is just not like that at all in class, not like 
that at all. So we had quite a good meeting and chat. And she’s happy, she would sit 
up talking for that day and said, ‘my friend D…’ And at play time she was playing with 
L and I watched her on duty and so I told all that to her Mum. She did say to me that 
H has come home and said that she gets her spelling words wrong so that M can 
catch up.  
Mentor: Oh.  
PCT: So I said okay. So she is very aware of where the other children are and I think 
she has made the connection that they are not where she is.  
Mentor: So playing own abilities down, yeah?  
PCT: Yeah, so I spoke to other teachers about it and I said to her Mum that we will 
just…make sure that I say to everyone that we do our best and be proud of our best. 
Like I said to her after the Maths test yesterday, I am so proud of you, you have done 
such a job, I can tell all your wonderful thinking and I want to see this at group time 
and you could help the group, make sure you tell me how you are working things out 
and you can help teach the other kids, and stuff like that so hopefully.  
Mentor: Poor darling. So she is going through with children who are academically her 
peer?  
PCT: Yeah, so I have…J, M and in there with T.  
Mentor: There may even need to be cross grouping with one of the year 3 classes.   
At this meeting the mentor talked for 52% of the time and the PCT for 48% of 
the time. There were 38 questions asked with only two of them being open-ended. 
The PCT, asked, ‘what does that mean I teach them next?’ which enquired into her 
own practice. The PCT had stated that she would welcome the challenge to talk 
about her own practice and the actual ‘act of teaching’. In the meeting she did do so, 
to a small degree but at her own initiative, not as the result of open ended 
questioning. At this meeting the mentor asked no challenging questions when there 
was perhaps the opportunity to ask, ‘How else can we address gifted needs and 
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why?’ There was no co-construction of goals for where to next as a result of the 
classroom observation.   
b.) Document analysis  
The documents volunteered were minutes from two meetings. Unfortunately there 
were no observation documents provided.   
Lisa’s (mentor) minutes for two formal meetings    
All items on the agenda were linked to the RTC which related to professional 
knowledge in practice and professional relationships and values. For example under 
relationships with students, parents and staff it was recorded that this was linked to RTC 1 
(establish and maintain effective professional relationships focused on the learning and 
wellbeing of all akonga) and criteria 2 (demonstrate commitment to promoting the well-being 
of all akonga) and the minutes related to what was discussed about a student. The meetings 
covered curriculum competence, teaching and class management, planning and preparation 
and general. It was noted that the classroom observation was discussed under professional 
qualities but no next steps or action plans were included in the minutes. A column in the 
minutes related to action required by the PCT or mentor. It can be concluded that meetings 
happened and were recorded.  
4.5.5 What it all means  
Tui Primary School had a policy in place based on the summarised 12 bullet points 
from the Guidelines (Education Council of Aotearoa New Zealand, 2015a, p. 16). There were 
templates available for observations, meetings and RTC check list.  
Lisa (Mentor) and Hannah (PCT) met formally with regular meetings and observations, 
and also found informal discussions helpful. Lisa wanted the school management to take more 
of an interest in what she was doing by giving feedback more often. She could see that a 
mentor cluster would be helpful by learning from one another but it had to be constructive. 
They both recognised that there was something missing in this educative mentoring 
relationship. Lisa (mentor) questioned whether she was doing enough for her PCT and she put 
this down to Hannah being very competent and not really needing her. Hannah (PCT) 
explained that all the positive feedback (while good for her confidence) was not enough. She 
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wanted more discussion around her choices of teaching strategies and challenging questions 
like, why have you done it that way?   
Some elements of educative mentoring were happening in this relationship (See Table 
3, page 20). Informal interactions worked well for this relationship and Hannah (PCT) felt well 
supported with much positive praise. There was evidence that conversations were around the 
students and their learning needs as the dialogue above demonstrates (page 67-69).  Lisa 
(mentor) was an experienced teacher who was doing her very best by being supportive and 
positive and was very good at passing on wisdom but was uncertain about what more she 
could do and didn’t understand what was truly involved with being an educative mentor. She 
espoused being reflective about teaching and learning and ‘not just sharing her recipes’. 
Hannah (PCT) also identified reflection as a key element along with inquiring into her practice 
as a major way to do this. Even though reflection was espoused as a key element to educative 
mentoring, it seems that it was what was missing in this relationship.   
During the meeting the mentor asked more than 30 closed questions and she spoke 
slightly more (52%) than the PCT. The mentor asked no open-ended questions. It was the PCT 
who asked the two open-ended questions.   
This relationship can be considered as one of colleagues working in an informal 
relationship with informal discussions working better for the mentor but possibly not the PCT. 
The PCT was offered support from her mentor. The relationship was functioning quite well 
but with a missing element, that of the challenge of open-ended questions relating to 
classroom practice and inquiry.   
Personal goals were not in evidence during the meeting or in documents. There was 
an absence of personal gaols set for Hannah (PCT) during the meeting. The implications of this 
will be discussed in the next chapter.  
4.6 Chapter summary   
This chapter presented the findings of the data from the online survey and across the 
three mentor/PCT relationships. The purpose of this chapter was to present the reader with 
a picture of the mentoring enacted in three schools. The online survey provided background 
information with which to begin the interviews. The mentors all self-identified as mentoring 
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in the educative manner, but in fact educative elements were lacking in all mentoring 
practices. This was an interesting finding.   
Each mentoring relationship was described by firstly explaining the context in which it 
took place, the school and background to the relationship; secondly by relating the mentor 
and PCTs espoused understanding of educative mentoring and the perception of the mentor’s 
role; and lastly by explaining the activities of meetings and analysis of documents. A summary 
of each relationship was presented by considering what it all means. The implications of these 
findings are discussed in the next chapter.  
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CHAPTER FIVE: DISCUSSION  
5.1 Chapter overview  
This case study was designed to investigate what educative mentoring looked like in 
the New Zealand primary school and to gauge how well the Guidelines for Induction and 
Mentoring and Mentors (Education Council of Aotearoa New Zealand, 2015a) have been 
understood and embedded by mentors into practice since 2011.  
Given the evidence from the online survey, interviews, meeting and documentation I 
have found that the role of the mentor and what mentors understood their role to be was the 
critical element for establishing a relationship. The findings suggested that both mentors and 
PCTs were uncertain of what was expected of them. It appeared that there was confusion 
over the role which impacted on the relationship and both the role and relationship ultimately 
impacted on the practice.   
In fact, moving from giving advice and guidance to one of co-construction suggests 
different beliefs about how learning happens. Just reading a book and, perhaps, attending a 
one day course does not ensure that educative mentoring will happen. It also requires an 
environment where people are asked to delve into their theories of practice (Timperley et al., 
2007).  
The themes identified through the findings were:  
1. Role of the mentor   
2. Relationship   
3. Practice of mentoring  
All three themes are important for deliberate educative mentoring to take place. The 
role of the mentor must first be understood, otherwise the developing relationship and the 
practice of mentoring could be quite different from the stated educative approach. The 
educative approach of mentoring is stated as ‘dedicated time to guide, support, give feedback 
and facilitate evidence-informed reflective learning conversations’ (Education Council of 
Aotearoa New Zealand, 2015a, p. 10). The mentor may have the dedicated time to guide and 
support and be going through the motions of meetings and observations and learning 
conversations, but this could be in the form of a relationship in the old sense of ‘advice and 
guidance’ of a tutor or being a wise and experienced practitioner. Unless the role of the 
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mentor is clarified and understood by both parties, the relationship and practice of deliberate 
educative mentoring are unlikely to happen. The mentor needs to be supported by training 
and professional learning to facilitate the practice of educative mentoring.   
I suggest that the three themes can be represented as the building of strong 
foundations, as a triangle demonstrates for the role of the mentor and understanding what is 
involved by both parties (see figure 2). To optimise results for deliberate educative mentoring 
the mentor must understand what educative mentoring is, and establish a relationship in 
order for the practice to occur. A combination of a personal and a professional relationship 
seems desirable for the practice of mentoring to take place. Once the two themes, the role of 
the mentor and the relationship are established as solid foundations, the practice of 
mentoring will be optimal.  
 
Figure 2. The strong foundations for deliberate educative mentoring  
The discussion is organized under the headings of the role of the mentor, the 
relationship and the practice of mentoring.  
 In this study the role of the mentor is discussed by considering how deliberate 
educative mentoring is understood by the mentor and PCT and how the training and 
professional learning is received for each role. The relationship between the mentor and PCT 
is then addressed discussing the perceptions of the mentor and PCT in this case study and 
how the professional and personal relationship contributed to the mentoring. Finally, under 
  
Practice of mentoring 
Relationship 
Role of the mentor 
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the practice of mentoring, discussion is included of the activities, of informal discussions, 
formal meetings and formal observations with the potential to be educative. A recorded 
meeting used the lenses of speaking time, questioning, deconstruction and co-construction, 
to gauge the extent to which educative mentoring was present. An analysis of documents is 
presented with a focus on educative elements. The discussion in this chapter leads to a final 
chapter where I examine some of the issues needing to be addressed for mentoring to be 
deliberately educative.   
5.2 The role of the mentor  
The role of the mentor is dependent on how the mentor understands the concept of 
educative mentoring. There appeared to be confusion from participants about this. In the 
online survey the mentors and PCTs did agree that some of the elements were being used, 
however in the interviews although mentors and PCTs did use key words from the Guidelines, 
I sensed an uncertainty about what educative mentoring really meant. On one hand, mentors 
espoused having implemented educative mentoring but during the interview they were 
unable to articulate exactly what this was. Mentors alluded to elements of educative practice 
being present but the data from the meetings discussed later in the chapter suggest that while 
these were espoused, they were not often in evidence (Lipton & Wellman, 2007).  
5.2.1 Understanding the concept of educative mentoring  
All mentors identified as mentoring in the educative manner in the initial survey. They 
espoused enacting educative practices but the findings suggest that this was not always 
happening. People often profess to be open to new learning, but their actions suggest a very 
different set of governing values or theories-in-use (Lipton & Wellman, 2007). This may be 
explained by a need to avoid feelings of vulnerability or incompetence, and embarrassment 
(Kagan, 1990). For example, in relationship three (see page 65) the mentor acknowledged that 
she was unsure if she was doing enough for her PCT and wanted the school management to 
take more of an interest by giving feedback. This suggests she was feeling vulnerable and 
wanting to feel more confident in the role.  
When looking at the mentors’ and PCTs’ understanding of the concept of educative 
mentoring, there was a perceived difference in the understanding of the process they were 
involved in. Hobson and Malderez (2013) establish the need to achieve a greater degree of 
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consensus on the meaning and purpose of mentoring. A failure to create the appropriate 
conditions for effective mentoring at the relationship level can prove to be an obstacle to 
professional learning and well-being of PCTs (Hobson & Malderez, 2013).  
During the interviews mentors saw mentoring as supporting and guiding, but found 
the word ‘educative’ more challenging. One mentor stated that educative mentoring was 
about growing practice and pedagogy and another stated reflection on theories from 
professional reading, and the third identified the sharing of ideas around teaching and 
learning which involved conversation rather than telling.   
On the other hand, PCTs discussed and used words and ideas that were involved in 
educative mentoring, for example, inquiring into practice, being reflective, and receiving 
feedback. When talking about the word ‘educative’ the PCTs appeared to have more 
understanding and clarity around the concept. Perhaps PCTs were used to these ideas and the 
theory that sits behind an educative approach, for example, co-constructing learning, 
reflection and inquiring into practice were all mentioned. This could be due to more recent 
exposure to these terms at university during initial teacher education courses.   
This difference in understanding suggests a lack of clarification around what would be 
involved in this process from the start of the mentoring relationship. Mentors had previously 
been involved in a programme of ‘coaching and telling’ and were now expected to work 
‘alongside and co-construct learning’. Time and support are needed to understand a new 
concept and bring about change. To achieve this transformation to educative mentoring it is 
necessary to reconsider existing views, challenge the status quo and question the taken-for 
granteds within the work environment (Brookbank & McGill, 2006; Mezirow, 1991). This study 
revealed that there had been limited time and support to practice the skills required by 
mentors for educative mentoring.   
An implication of this difference may need to involve the mentor and PCT in a joint 
learning session about what the process involved, at the start of the mentoring relationship. 
It would be valuable for mentors and PCTs to undertake professional learning to clarify the 
roles and expectations of both the mentor and PCT.  In a recent study by Patterson (2013) it 
was found that mentors, PCTs and principals had different expectations of what was involved 
in educative mentoring and Patterson recommended that someone be appointed to lead the 
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programme. In the present study the two larger schools had implemented a leadership role 
within senior management for the mentoring of PCTs and met with mentors and PCTs at the 
beginning of the year to share policy and processes. This meeting was an opportunity to 
establish expectations, such as regular meetings and observations but perhaps needed to go 
a step further, to clarify what educative mentoring involved.   
As will be discussed in further detail below, what is espoused as educative mentoring 
is not always being enacted, and while mentors are performing a helpful task with ‘advice and 
guidance’ being given, educative practices were not always visible within the meetings. 
Similarly, another study found mentors to espouse that educative mentoring approaches 
were happening when surveyed, but evidence of these approaches was rarely visible in the 
case studies (Cameron et al., 2014). The Guidelines have been in place for more than four 
years and one day workshops offered. However the mentors did not demonstrate an 
understanding of what educative mentoring really meant. Without in-depth professional 
learning opportunities mentors are likely to revert to ‘telling’ the PCT what to do, rather than 
ensuring the learning is tailored to the individual teacher (Moir, Barlin, Gless, & Miles, 2009).  
5.2.2 Mentor training and professional learning  
From the start I was alerted to the issue of mentor training from the online survey. 
From the six mentors surveyed and then from the three interviews it become apparent that 
training and professional learning was an issue. In relationship three the mentor felt uncertain 
about how to help her PCT and the PCT felt that something was missing which could have 
easily been resolved by training (see page 65). It was not a lack of time or experience or 
emotional support on the part of the mentor. It does suggest that an experienced, supportive 
teacher does not automatically make a mentor (Feiman Nemser & Carver, 2012; Thornton, 
2013a). There was a lack of skills and knowledge around engaging the PCT in an effective 
learning conversation and asking open questions.  
Mentors had heard the words ‘educative mentoring’, seen the guidelines, and had had 
the opportunity to attended a one day course. However being busy teachers with other 
positions of responsibility, they had not attended. One mentor had started an online course, 
but did not have the time to go beyond the first few sessions.   
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Mentoring programmes are there to benefit PCTs but good programmes also support 
the growth for those doing the mentoring (Hanson, 2010). Developing mentors involves 
learning new and complex skills and understandings that go beyond those needed to be an 
exemplary teacher, and these skills are rarely intuitive (Achinstein & Athanases, 2006; Feiman-
Nemser, 2014; Feiman-Nemser & Carver, 2012; Hanson, 2010). The New Teachers Centre 
(NTC) provides comprehensive professional development for mentors in a full time 
programme. The NTC is based in Santa Cruz California and has satellites in other states which 
develop teachers as leaders (Hanson, 2010; Thornton, 2013b). Their competence in the 
classroom is converted into confidence as leaders. The skills of building relationships, 
collaborating, articulating teaching strategies, analysing evidence and supporting teacher 
growth everyday are practiced (Hanson, 2010, p. 80; Thornton, 2013b). This is supported by 
Orland-Barak and Hansin (2010) with an emphasis on the right amount of challenge. The 
deepening of knowledge, the need to question and participate in dialogue are mentor skills 
to be practiced for exemplary mentors to emerge (Orland-Barak & Hasin, 2010, p. 435).   
Professional learning for mentors is absolutely essential (Feiman-Nemser, 2003; 
Feiman-Nemser & Carver, 2012). They contend that teachers rarely have the opportunity to 
observe colleagues and rarely have the chance to give critical feedback. These are important 
skills required for mentoring. In a recent interview Feiman-Nemser (2014) explained how 
good teachers can pull off a seamless performance in the classroom, but the good mentor 
needs to take that performance apart, break it down, talk about it using deconstruction and 
co-construction, model it and help someone else learn from it in an integrated principled way. 
These are some of the skills which need to be embedded for educative mentoring to take 
place.   
More training for mentors in this study will further embed educative mentoring 
elements. The crucial concern here, is that mentors have not been treated as learners even 
though the Guidelines explain the importance of mentors being recognized and resourced 
(Education Council of Aotearoa New Zealand, 2015a, p. 11). Perhaps teachers were expected 
to have enough skills. As discussed educative mentoring is a new idea and is a shift from being 
a tutor. Time for mentors to critically reflect about what educative mentoring means along 
with quality training, and ongoing professional learning is called for. Mentors are caring and 
supportive people but educative mentoring is a big step for what is involved. The learning 
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involved has been underestimated. The mentor must understand their role and want to do it. 
In this study the mentors and PCTs were working together, but it was not always in an 
educative manner. A relationship had been established and is discussed next.   
5.3 The relationship   
The degrees of friendship in the relationships in this study ranged from a clearly 
stated professional relationship, to a mentoring relationship which included a professional 
relationship alongside a declared friendship, and to a preference for informal discussions 
and support, with little challenge to practice. All had the potential to include educative 
elements as well as the elements of emotional support. PCTs were supported to become 
part of the school culture. Opportunities for regular meetings were provided, observations 
were occurring and conversations were in evidence (see Table 3, page 20). The ‘digging 
down into practice’ for the PCT and providing critical feedback in the form of challenging 
questions, deconstruction and co-construction were lacking. The presence of both a 
professional and a personal relationship to some degree seemed desirable.  
5.3.1 The Professional relationship  
In relationship one there were few informal interactions. The mentor preferred a 
professional relationship and ‘decided it wouldn’t be a relationship based on friendship.’ 
There was the potential for educative elements to be in evidence in this professional, formal 
relationship. Unfortunately the PCT found this lack of informal interactions puzzling as 
discussed in the previous chapter (see page 47). Rowley’s (2006) four levels of skill 
development places this PCT at level two as a disillusioned learner. She has moved from level 
one and being an enthusiastic beginner who needed technical advice to requiring feedback 
and support. Feedback from observations happened but she was puzzled by the lack of 
informal support and friendly interactions outside the formal interactions. Level three 
involves the teacher as a reluctant learner who needs encouragement. Level four is the 
independent achiever who needs autonomy to get on with the job of teaching but 
understands peer dialogue to be essential.   
Hargreaves (2005, p. 279) points out that good teaching is charged with ‘positive 
emotion, good teachers aren’t just well-oiled machines, they are passionate about ideas’. This 
makes people vulnerable if they are emotional, therefore mentors recognising that different 
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PCTs require varying degrees of support and responding appropriately is important. There is 
a need for support within the relationship and this is usually two way. But it is the mentor 
who sets the tone for the mentoring relationship as they are the experienced teacher with 
the potential knowledge and skills to mentor. Hobson and Malderez (2013) consider the term 
‘judgementoring’ as being judgemental mentoring where mentors operate as assessors and 
gatekeepers of the process and this may stand in the way of effective mentoring at the 
relationship level. This suggests a power imbalance. This may have been present in 
relationship one where there was little informal or friendly banter. The relationship was 
stated to be a professional one, as decided by the mentor but this did not appear to work for 
the PCT. It appears that PCTs have different needs, in fact some might need the support that 
happens with a personal relationship as stated with the Rowley’s (2006) four levels of skill 
development. This personal relationship was not present in relationship one. The 
consideration of a power imbalance is perhaps an area requiring more thought and 
investigation.   
5.3.2 The Personal relationship  
The issue of friendship came into relationship two with both mentor and PCT declaring 
that they were lucky to have a friend as well as a colleague. De Lima (2001) contends that 
there is a greater likelihood of new and unexpected alternatives emerging from interactions 
if interactions have not previously involved deep levels of personal commitment. He 
recommends ‘forgetting about friendship’ as friends validate rather than challenge ideas and 
ways of doing things. The promotion of cognitive conflict is needed within educational 
processes, such as educative mentoring to bring about change (De Lima, 2001). This calls into 
question the concept of friendship and how helpful relational skills really are to bringing about 
change. In relationship two, the mentor and PCT were not friends initially but began with a 
professional relationship in the first year of the mentoring relationship. It appeared that 
friendship had developed alongside the mentoring relationship. There were some elements 
of educative mentoring happening in this relationship and the mentor engaged with the PCT 
as a co-learner. In this case a personal relationship had developed alongside the professional 
relationship despite De Lima’s (2001) warning of forgetting about friendship, this appeared to 
be a profitable outcome for both mentor and PCT.   
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Whether friendship is present or not, being intellectually challenged is key (Mezirow, 
1991). In relationship three there was little challenge, and the PCT recognised this as ‘wanting 
more, something missing’ and also the mentor ‘wanting to do more and be more helpful’ but 
not knowing what that more was. What matters is the type of discourse which occurs when 
teachers are working together, whether it is an informal or formal discussion, with or without 
friendship present. By simply discussing and sharing ideas about various instructional 
methods without critically analysing ‘why’, means mentors choose to teach in a certain way, 
and limited learning will result (Mezirow, 1991). It seems that teachers are more inclined to 
reflect on ‘how’ they teach rather than on ‘why’ (Kreber, 2007). However, unless the ‘why’ is 
addressed in an educative mentoring relationship, transformational learning will not occur 
(Mezirow, 1991). This suggests that the mentor requires a level of expertise and the skills to 
facilitate such a discussion. It’s a significant shift for mentors, for example, to understand the 
importance of the ‘why’ questions and to use them. In relationship three it was the challenge 
to practice that was missing for the PCT. The practice of mentoring is discussed in the next 
section.  
5.4 The practice of mentoring  
In this study mentors and PCTs perceived the following activities as part of the practice of 
educative mentoring:  
1. Informal discussions  
2. Formal meetings (including learning conversations)  
3. Formal observations (from oral and written feedback)   
These activities are examined for educative content and are discussed below.   
5.4.1 Informal discussions   
The online survey gave an early indication that informal interactions were taking place 
and that PCTs saw these as taking place more often (daily or a few times a day), than mentors 
acknowledged them to be. Possibly PCTs saw this as establishing a friendship whereas the 
mentors found the practice of mentoring initially a more professional relationship.  
Informal discussions were found to work well in relationship three. This could have 
been a personal choice or an element of the relationship the mentor found effective. The 
83 
  
content of these interactions is unknown but according to her it was helpful as access between 
classrooms was easy and their relationship was relaxed and respectful of one another.  
Mentor: I think our informal discussions work better for us, we have our meeting 
weekly or fortnightly…it is that on the spot discussion that works for us.   
However, contemporary research suggests that those with structured and regular 
programmes appeared to offer benefits over more informal approaches (Cameron et al., 
2014). They reported a greater understanding of what quality teaching looked like in practice 
and a stronger focus on developing teacher expertise than those reporting informal or flexible 
programmes. Informal and flexible programmes maybe characterised by ‘just in time handy 
hints’ and ‘managing the immediate’ as described by the advice and support given by a tutor 
(see page 20). This may be characterised by less involvement in formal interactions where the 
opportunity for deconstruction and co-construction are provided. In relationship three the 
dominance of informal interactions may be standing in the way of the PCT experiencing more 
of a challenge around her choices of teaching strategies. Brookbank and McGill (2006) 
emphasise that the casual or informal conversation does not provide the necessary safety 
needed for reflective dialogue leading to transformative learning. The intentional dialogue of 
deconstruction and co-construction that occurs in the formal interactions of mentoring is 
necessary (Brookbank & McGill, 2006). The PCT had every opportunity to build her confidence 
and competence with many informal and positive interactions but was a ‘disillusioned learner’ 
at the skill development level two, needing feedback and support in an intentional way 
(Rowley, 2006).  Emotional support was in evidence but the feedback needed for educative 
mentoring was identified by both mentor and PCT as needing to be more challenging.  
The next section summarises the activities being enacted in mentoring meetings. Close 
scrutiny is given to the educative characteristics of speaking time, questioning skills, 
deconstruction and co-construction (Education Council of Aotearoa New Zealand, 2015a, pp. 
25-26) when looking to see if the PCT meeting had the potential to be a learning conversation 
with educative elements.   
5.4.2 Formal meetings - the meeting in action  
Educative mentoring is expected to occur:   
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When an experienced colleague provides dedicated time to a PCT to guide, support, 
give feedback and facilitate evidence-informed reflective learning conversations. 
(Education Council of Aotearoa New Zealand, 2015a, p. 11)  
The online survey gave an early indication that regular weekly meetings were taking 
place and were between thirty minutes and an hour. The purpose for the meetings in this 
study varied from, sharing practices, giving feedback from an observation, daily planning, 
assessment and discussing school events. The PCT meeting was an opportunity for a learning 
conversation to take place. What I was looking for were elements of educative mentoring, 
and an analysis of the recorded meetings was used to capture this. It must be acknowledged 
that a one off scrutiny of a mentoring meeting is inadequate in providing reliable data on 
which to base conclusions about the presence of educative mentoring. Nevertheless 
narrowing down the examination to focus on four of the twenty-three characteristics of 
educative practice as provided by the guidelines (Education Council of Aotearoa New Zealand, 
2015a, pp. 25-26) offers a lens for analysis. The lenses of; the PCT is listened to, asking open 
questions, deconstruction, and co-construction, are intended to capture the mentor 
‘engaging the PCT in a serious professional conversation’. The concept sitting behind these 
lenses of deconstruction and co-construction is that the mentor and PCT are building 
knowledge together and are working as co-learners (Bandura, 2004; Bereiter, 2002; Feiman 
Nemser & Carver, 2012). These lenses are defined as:  
• PCT is listened to: beliefs are unpacked, mentor speaks less  
• Mentor engages with PCT as a co-learner: questions that enquire into and challenge 
practice are common  
• Deconstruction: allows PCT to describe what happened, analyse and discuss the 
evidence, examine akonga3  understandings and outcomes  
• Co-construction: design next steps, set new goals and understand the implications for 
children and learning  
(Education Council of Aotearoa New Zealand, 2015a, pp. 25-26)  
  
 
                                                     
3 Akonga is a Maori language word for a learner in a range of settings.  
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What was happening in the meetings?  
By looking closely at what happened during the meeting it can be seen that the 
exchanges related to emotional support (see Table 3, page 20). There were many examples 
of support, advice and affirmations given during all the meetings. Although practices of 
emotional support and guidance and becoming part of the school culture are necessary to 
build a foundation for a healthy mentoring relationship they reflect only a few elements of 
educative mentoring (Cameron et al., 2014). These are likely to have already been present in 
the ‘advice and guidance’ model when the mentor was operating as a tutor. It is therefore 
understandable that these are continued.  
For example, in relationship one the mentor gave advice around how she set up her 
planning and assessment folders. The mentor talked the PCT through her folders and the PCT 
affirmed what the mentor showed as useful with comments such as, “That’s ideal, straight 
forward and organized. Perfect. Cool, sure.” A mentor whose dialogue is in the form of a 
monologue about how things should be done, with which the PCT is obliged to agree (which 
seems the case here), is unlikely to promote reflective thinking and learning for improvement 
(Brookbank & McGill, 2006).   
 It seemed that the PCT wanted to please the mentor. This type of conversation may 
reflect power differences and can inhibit learning (Brookbank & McGill, 2006). The elements 
that were missing were: challenge for the PCT to explain what she already had in place and 
why it was not working, there was no sharing evidence by the PCT. The end of the meeting 
would have been a good time for the PCT to clarify what she would implement to improve her 
planning and why, instead the meeting concluded with the following dialogue.  
Mentor: Was that helpful just physically seeing models of organization now?   
PCT: Yeah, for sure makes me have something to work towards.  
Mentor: Makes it quite practical. That’s us done. There we go.  
This would have been a perfect opportunity for a new goal to be set around the PCTs 
planning, by deciding what she would implement and how, when and why. This will be further 
discussed under deconstruction.   
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In relationship two, the meeting began with a review of the last meeting minutes and 
checking that things had been followed up on.   
Mentor: …from the last meeting and if there’s anything, Sue’s hours… all done   
PCT: And that’s working really well actually.   
Mentor: Awesome, so it’s RP & DP. OK. Cool, we don’t need to worry about that one   
There was guidance and working alongside each other to confirm an RTLB referral. The 
following dialogue addressed any concerns and lead to checking the form online so both were 
sure about the process. This might also be seen as the mentor checking on the PCT in this 
process.  
Mentor: You have been meeting with them?  
PCT: Yep, so that last meeting I discussed the RTLB referral and said that I would get 
that all typed up and ready which it is, and get her to look over that before I send it 
off, so that she is happy  with it.  
Mentor: So you have already got verbal permission?   
The mentor asked some open questions and the PCT was given the opportunity to 
deconstruct and describe what happened and how she felt about situations. There appeared 
a lack of real digging into practice and asking the ‘why’ questions. However there was natural 
dialogue between the mentor and PCT. The PCT was listened to and things were clarified. The 
PCT gave examples.  
Mentor: What else have you got? Have you got anything else on top that’s, how are 
you feeling now that we are coming to the end of the year, the roles, your 
responsibilities?   
PCT: I actually feel really good about it and I’m really looking forward to next year to 
maybe developing those even further because I’ve more of a handle on how things 
work. It is almost like that whole honeymoon period of that first year where 
everything is a first and you have to work it all out and I know a little bit more now 
and I’m a little  bit wiser.  
Mentor:  So are you talking about your responsibilities with te reo and art?   
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PCT: Yep, te reo and art also just my teaching responsibilities. Some things are actually 
really starting to click and make sense, they are so obvious and I know I say this all the 
time but I guess the more I do the more obvious things become like my writing and 
maths this week.  
In the third relationship the lack of challenge was missing in the meeting. In this 
meeting the mentor gave feedback from an observation. Feedback was very positive with 
many affirmations, but there was no opportunity for the PCT to deconstruct or be challenged 
by the ‘why’ question, why did you decide to do it that way? What was your thinking?  
Mentor: What you were doing was absolutely fine and I put that down. I know I was 
supposed to be looking at this stuff but I was listening to your reading as well. The way 
that they were allowed to read independently for a wee while to allow you to go and 
roam. That’s a really effective thing. That’s very cool.  
Using praise exclusively as feedback is known to be rarely effective and does not 
enhance learning (Hattie & Timperley, 2007). The opportunity for the PCT to unpack and 
discuss beliefs around her purpose for leaving the students to read independently would’ve 
given the PCT the opportunity to speak more and deconstruct learning.   
It was difficult to find the end of the observation feedback as there was no discussion 
about where to next or setting a new goal to improve practice. The conversation became 
about students and how they were getting on, school reports and an interaction with a parent.   
Who was doing the talking?  
The mentors in two of the meetings did most of the talking (62% and 52%, see Table 
9). In the third meeting the mentor spoke less (41%) and the PCT had the opportunity to talk 
more (59%). Educative mentoring advocates that the PCT is listened to with time to unpack 
beliefs and the mentor should speak less (Education Council of Aotearoa New Zealand, 2015a, 
pp. 25-26).   
A belief can be defined as a feeling of being sure that someone or something exists or 
that something is true (Merriman-Webster, 2015). Some teachers, for example, may not have 
the language to describe their beliefs, or may be reluctant to express what they perceive to 
be an unpopular belief (Kagan, 1990). While a person may state that “I believe...” this may not 
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always be accurate, being influenced by a number of factors. Therefore, the unpacking of 
beliefs must be inferred by what individuals say and do. The unpacking of beliefs was not 
found to be prevalent at this time during any of the meetings.   
Mentors espoused being good listeners, one said she was a ‘listener not talker’ but in 
fact all spent a significant proportion of the time talking and not doing a lot of listening. This 
is closely linked to asking questions and is discussed next.  
Questioning  
Questioning and active listening skills are as fundamental to educative mentoring as 
they are to teaching and learning in the classroom; easy to list but hard to achieve (Cordingley, 
2005). Powerful and effective questions are purported to ‘trigger’ thinking, ignite inquiry, 
establish dialogue and evoke creative thinking (Bishop & Glynn, 1999; Vogt, Brown, & Issacs, 
2003). They are expected to engage learners on a variety of levels of thinking. Mentors who 
are able to discuss the practices going on in the classroom (deconstruction), and ask the right 
questions in a non-threatening and analytical way have a valuable skill in being able to 
participate in the change process (Blackman, 2010). The place for questioning comes after 
listening to what has been said, without judgement, so that some confidence and trust can be 
established (Brookbank & McGill, 2006, p. 184).  
In this study, the use of open and closed questions were examined. Closed questions 
are those that can be answered by ‘Yes’, ‘No’, or one word, or a phrase. These questions may 
close down willingness to speak or speculate, as they save people from having to think and 
therefore limit opportunities for reflection (Thomas & Smith, 2004; Whitmore, 2002). These 
questions have a place but are not considered desirable for educative mentoring.   
Open questions are those beginning with ‘What’, ‘Where’, ‘Why’, ‘Who’, ‘How’ and 
‘When’, and display natural curiosity in understanding how and why things work and what 
they mean (Brookbank & McGill, 2006; Thomas & Smith, 2004; Vogt et al., 2003). The ‘why’ 
questions are likely to be ineffective unless carefully crafted or until relationships are resilient 
(Vogt et al., 2003). They can easily evoke a defensive response or be perceived as an intensive 
interrogation and may cause the learner to lose their train of thought (Brookbank & McGill,  
2006; Vogt et al., 2003). On the other hand when the ‘why’ question comes from genuine 
curiosity, for example, “I wonder why that has happened?”, then there is the potential for 
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inquiry and useful insights (Brookbank & McGill, 2006). Open questions allow PCTs to develop 
and express their beliefs, ideas or their own strategies for action and should be in the toolbox 
of educative mentors. It can be concluded that open questions are better for encouraging 
thinking (Brookbank & McGill, 2006; Vogt et al., 2003).  
The majority of questions in this analysis were closed questions, requiring one or two 
word answers or merely confirmed what was known. For example “Was that helpful? Can you 
change it? Are you doing the whole lot?” This establishes the mentor as ‘in charge’ and 
‘knowledgeable’ and conducts the questioning in order to assess performance (Bishop & 
Glynn, 1999). It is not until the mentor asks questions they don’t already know the answer to 
(and realize that they do not have to know the answer), and the PCT is not expected to know 
the answer, that a shared inquiry is set in motion (Bishop & Glynn, 1999, p. 144). This type of 
questioning to develop a shared inquiry is a difficult concept for mentors to become 
acquainted with and requires professional learning. Teachers are often expected to know all 
the answers and changing this approach to not knowing all the answers but asking the 
inquiring, challenging with open questions is digging into the practice of the PCT, and allows 
educative mentoring to occur (Brookbank & McGill, 2006).   
The lack of open questions asked by mentors was surprising (see Table 9). The fact 
that the PCT in relationship one asked one open question, “ What are you writing in here?”, 
and the PCT in meeting three asked two open questions, “So why do we do that? So what 
does that mean I teach next?” suggested that they wanted to be more involved in the 
conversation and needed clarification. Ideally it should be the mentor asking the open ended 
questions not the PCT. Their mentors did most of the talking and were telling and giving 
information in the form of a tutor. The second relationship revealed the mentor asking seven 
open questions. This mentor who asked more open questions also facilitated a conversation 
where the PCT had the opportunity to speak more about her practice (59% of the time), which 
had the potential for educative mentoring to take place.  
In summary there was one mentor out of three who asked a reasonable amount of 
open questions during the meeting, which gave the PCT the chance to talk about practice and 
the opportunity to speak more than the mentor. The mentor who asked open questions that 
inquired into practice, also allowed for time to deconstruction and co-construction. The 
elements of deconstruction and co-construction are discussed next.  
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Table 9.   
Summary of PCT meeting analysis  
  Relationship 1  Relationship 2    Relationship 3  
Mentor speaking time  
62%  41%  52%  
PCT speaking time   38%  59%  48%  
(n) open questions 
/ (n) total 
questions  
2/30    
7/26  
  
2/38  
  
Deconstruction and reflection  
The purpose of deconstruction is for the PCT to describe what happened in a given 
situation and be supported by questioning from the mentor, to analyse, and discuss the 
evidence, with a focus on the students’ learning. This gives the opportunity for beliefs to be 
examined and discussed.  
There were some deconstruction examples found in the PCT meetings. However in 
two out of three of the meetings, instead of the PCT, the mentor deconstructed. For example, 
in the first meeting the PCT had requested help with her planning and organization of records, 
so it was expected that the purpose would be to share this practice. The mentor started the 
meeting by saying, “This afternoon, let’s look at my planning and organization with a view to 
help you with yours, is that where we are going?” This meeting had the potential to be 
educative but on closer analysis was actually more advising in nature. For educative elements 
to be present the mentor would have asked what the PCTs present planning looked like and 
why did she think it needed to be re-organised. There could have been a conversation around 
the purpose of planning and organization and why this was important and ‘digging into’ what 
theory sat behind this. The mentor ‘advised’ and ‘told’ the PCT about her own planning and 
organization and did not ask her to ‘dig into’ the theory behind this practice. Perhaps she 
believed that it was best to have things well organized or really believed that having student’s 
assessment and planning at her fingertips was an important step to analysis and setting new 
goals for students’ outcomes.   
91 
  
In the second relationship, the PCT described and deconstructed some events in the 
class situation. For example, a discussion around a painting lesson of lady bugs was focused 
on a new student, and lead to a discussion about whether the student was left or right handed 
and how he engaged with the activity and the presentation of his work. The PCT also described 
how she had noticed that another student had trouble with eye tracking and a conversation 
followed where the PCT described what the situation was, laid out the evidence and came to 
a conclusion about what was best for the student and how the parents could also help. The 
mentor listened, asked one open question and moved on to the next item on the agenda. 
Deconstruction was taking place in this example but there was the potential for taking the 
next steps of asking more powerful and challenging questions around current practice. For 
example they could’ve co-constructed a new goal for this student. Co-construction and goal-
setting is discussed in the next section.  
In the third relationship, the mentor was giving advice and guidance as feedback from 
an observation. She began the meeting by saying, “We will go through the observation. What 
you were doing was absolutely fine and I put that down.” This feedback had the potential to 
be educative if there had been a discussion and deconstruction about what happened in the 
observation, but as it was the PCT was declared to be ‘absolutely fine’ and was given positive 
feedback and affirmations. At one stage the mentor affirmed that the students were able to 
redirect themselves demonstrating that the teachers expectations were in place which she 
felt was ‘absolutely amazing’. For educative elements to be present the mentor would have 
asked the PCT to deconstruct the observation by asking, “What did you teach well?” “What 
did you teach not so well?” “Where to next?” (Hattie & Timperley, 2007). There could also 
have been a discussion around the expectations that were in place and how she had 
implemented this, and why this was important to her classroom practice. During the interview 
the PCT in this relationship had alluded to the presence of a missing element in the 
relationship. She acknowledged that the feedback suggested things to do, but admitted it had 
little to do with the actual act of teaching or the way she was teaching. In answer to the 
interview question, “What is it that you need at the moment?” She said:  
I think what I probably need is more discussion around, the choices that I am making 
with the teaching strategies and how I am teaching and maybe even challenge like, 
why have you done it that way…we don’t really go into specifics of that at all. It will 
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be how has the week gone? What went well? Is there anything that you are worried 
about? And that is supportive and I will open up and we can l have a discussion that 
way but it’s probably not so much to do with the actual act of teaching, the way I am 
teaching.  
Reflection is not about passing on wisdom or knowledge but is about using open and 
more challenging questions to deconstruct. This could be easily solved, with a supportive 
programme about asking questions for the mentor.  
The Guidelines (Education Council of Aotearoa New Zealand, 2015a, p. 25) list the 
importance of ‘questions that enquire into and challenge practice are common’. This 
challenge was missing which also meant a lack of deconstruction. The purpose of 
deconstruction was for the PCTs to describe what happened, not the mentor. Educative 
mentoring requires that the PCT speaks and deconstructs for the majority of the time, 
however the mentors dominated in two meetings, by doing most of the speaking and 
deconstructing.  
Co-construction and goal-setting  
Co-construction involves the mentor and PCT working side by side to set new goals 
and steps and understand the implications for student’s learning taking place. There were few 
examples of co-constructing between the mentor and PCT, of next steps and setting new goals 
for the PCT’s teaching and learning. Setting goals and reviewing them was not a specific 
question asked during the interviews but it appeared it did not occur regularly. However 
during one the interview the PCT was asked, “What specifically are you learning at the 
moment? Is there some goal that you have set with your mentor?” She answered:  
No there isn’t really. We have our weekly meetings and we just discuss a lot of things, 
our observations have a goal. It would be, can you come in and observe a particular 
teaching strategy or a behaviour management as a whole. Those we set goals for but 
not really a goal as such.   
The meeting for relationship one shared the mentor’s procedures and planning and it 
might be expected that co-constructing where to from here once shared could have taken 
place. It did not take place. Instead there was no co-construction of where the PCT’s wanted 
to go with reorganizing her planning. It might also be expected that feedback from an 
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observation, as with relationship three, would result in where to next for the PCT and the 
setting of new goals for teaching practice, but instead confirmation was given of an ‘absolutely 
fine’ job being done. There was an absence of next steps for the PCT in each relationship.   
The meeting for relationship two discussed a pupil (among other things), and the 
mentor and PCT co-constructed steps taken for addressing a lack of eye tracking in evidence 
for a new pupil. The PCT had mentioned this to the pupil’s Dad who said he had also noticed 
and the mentor suggested using a tennis ball on a string and training the eyes to track. The 
PCT had suggested that they do the same at home. The mentor and PCT were working 
together in putting into place a solution for a child. The conversation could have gone a step 
further with the mentor probing and challenging the PCT to think about what else could be 
done to aid eye tracking and how she would know this was improving.   
What is really clear about educative mentoring is that it is a joint exercise in thinking 
and analysing and reflecting and co-constructing the next steps, otherwise it is still an advice 
and guidance programme.   
Elements that were missing   
It can be concluded that two out of three of the meetings did not subscribe to the 
educative mentoring characteristics of the PCT being listened to, questions that enquired into 
and challenged practice, deconstruction, and co-construction. This did not fit with what is 
known as educative mentoring (see Table 3, page 20). The meeting for relationship two 
subscribed to a greater number of educative mentoring characteristics (see Table 9, page 88).   
Firstly, in educative mentoring it is expected that the PCT is listened to and the mentor 
speaks less. In two relationships the mentors spoke more than the PCTs, hence there was less 
than half the time for PCTs to be listened to. Mentors seemed to demonstrate the elements 
of coaching and telling with the advice and support of a tutor (see Table 3, page 20).  In the 
second relationship the PCT was given more than half of the time to speak (see Table 9, page 
88).  
Secondly, questions to engage PCTs on a variety of levels of thinking were missing. This 
shortage of open and challenging questions contributed to limited opportunities for PCTs to 
deconstruct events and co-construct next steps in learning. There was a lack of ‘why’ 
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questions asked and there was no attempt to unpick and reflect on the theory behind the 
practice.  
Thirdly, the element of deconstruction and the opportunity for the PCTs to describe, 
analyse and discuss evidence was not strong. Two out of three mentors did the 
deconstructing, rather than the PCT. There was a lack of evidence being used and asked for 
by the mentors to inquire into the beliefs of the PCTs and the theories that underpinned their 
beliefs about learning and teaching.  
Lastly, the lack of goal setting and where to next for the PCTs practice is of concern.  
The Guidelines state “goal setting meetings” to be a characteristic of educative mentoring 
(Education Council of Aotearoa New Zealand, 2015a, p. 25) and this was clearly lacking. The 
process of setting goals is seen as an important aspect of mentoring content (Blackman, 
2010). When realistic goals and expectations are established questions are asked to provide 
a vehicle for reflective practice (Zachary & Fischler, 2011). The cycle for educative mentoring 
inquiry (see Figure 3, page 102) from class observation, to learning conversation including 
effective questioning and evidence, and setting personal goals is discussed in the next 
chapter.   
5.4.3 Formal observations   
There were two observation feedback documents examined from two relationships 
and oral feedback reviewed from the third relationship. In each case the PCTs were given 
many affirmations and although formats differed, all recorded what happened during the 
observed lesson sequence. Where goals could be found they related to the PTC.  
Observation 1 - written feedback  
The goal of the observation was to give feedback on what was effective and what else 
would work in relation to an observed reading lesson. The goals related to the PTC and in this 
case, criteria six, ‘plan and implement an appropriate learning programme’. The feedback 
included ticked boxes showing good teaching practice being observed. Where to next, was 
written as ‘incorporate new and different strategies into the reading programme’ based on 
the PCT’s professional reading of two suggested texts. I have no way of knowing if a more 
specific goal for ‘where to next’ was set, or how this would be achieved or when it would be 
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revisited. It is likely that the observation was an exercise in checking that criteria six was 
achieved.   
Observation 2 – written feedback  
The observation of a Maths lesson appeared to have no clear purpose or goal. 
Feedback was given under headings of teaching and learning strategies, appropriateness of 
activity, class management, suggestions and general.  A suggestion of, ‘keep going back to the 
learning intention’ was made. A general comment was complimentary of the PCT, her 
classroom and the progress being made.  
You and the children have developed remarkably over the last term. …You have shown 
that you are willing to take on suggestions and you classroom displays are colourful, 
interesting and relevant. (Mentor)  
Observation 3 – oral feedback  
The third observation feedback from the recorded meeting was positive and affirming 
of what was happening, but included deconstruction from the mentor around what she 
observed (rather than asking the PCT to deconstruct) and no co-construction of where to next 
was given as previously discussed (see page 67 & 68).  
Completing the assigned observation seemed to have fulfilled a performance 
requirement of the PTC, and does have a role in the mentoring process but sits outside the 
educative mentoring model, because of the lack of personal goals.   
Setting of personal goals  
Clarifying and articulating learning goals is indispensable to the success of the 
mentoring relationship (Education Council of Aotearoa New Zealand, 2015a; Zachary & 
Fischler, 2011). Goals can profoundly influence the quantity and the quality of an individual’s 
engagement in learning (Lock & Latham, 2006). When a person sets goals and attains them 
this builds a sense of competence and satisfaction which leads to greater interest in learning 
and to increased intrinsic motivation (Schunk, 1980). The setting of specific high, hard or 
challenging goals leads to a higher level of task performance than do easy, vague or general 
goals (Lock & Latham, 2006), as is expected with educative mentoring. Lock and Latham (2006) 
further report that feelings of success occur to the extent that people are able to grow and 
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meet job challenges by pursuing and attaining goals that are important and meaningful to the 
individual. While some PCTs come to a mentoring relationship with well-defined goals most 
come with a general idea about what they want to learn (Zachary & Fischler, 2011). An 
important conversation between the mentor and PCT that leads to formulating a SMART goal 
(specific, measureable, action-orientated, realistic and timely) is critical to ensuring positive 
results. Zachary and Fischler (2011) recommend turning a starter goal into a SMART goal and 
this may take more than one meeting. They encourage mentors to explore two kinds of goals 
with their PCTs ‘do goals’ and ‘be goals’. ‘Do goals’ are short term, measurable and observable 
and they focus on knowledge, skills and performance. ‘Be goals’ on the other hand are often 
invisible and harder to measure because they involve things such as personal development 
and character. ‘Do goals’ can be likened to mastery goals which focus on gaining competence 
or mastering a new set of skills. These have been found to be more motivating and to develop 
greater self-efficacy than performance goals which focus on achieving standards, for example 
PTC (Lock & Latham, 2006; Schunk, 1980; Zachary & Fischler, 2011).  
Table 3 (see page 20) summarises the practice of educative mentoring as including co-
construction of the new goals and designing new learning steps as a major part of mentoring 
in an educative manner. The goals tracked in the above examples were to fulfil a school 
requirement or a performance goal to meet the PTC. The discussion of what the PCT wanted 
to achieve in their practice in the form of personal goals needed to occur with mentor support, 
including the skills of questioning, deconstruction and co-construction. This was found to be 
lacking in the documents and recorded meeting.   
An implication for the outcome of lack of personal goals around developing practice, would 
be to streamline the process around the inquiry cycle (see figure 3, page 102) with particular 
emphasis on educative mentoring. Educative mentoring is known as a style of mentoring 
but if it is to be truly educative it cannot totally subscribe to the prescribed Practising 
Teacher Criteria. The PTC are compliance goals and these are what ultimately lead to 
registration and must be addressed. However a preoccupation with performance goals 
rather than personal goals relating to classroom practice is detrimental. This will be further 
highlighted under recommendations in the next chapter.  
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Analysis of documents  
The documents examined were formal observation feedback, as discussed above. The 
progress reports and meeting minutes are discussed below. All these activities contributed to 
the mentoring process. All documents established close links with the PTC.  
 Progress reports  
The PCT end of term or progress reports were all written around the dimensions of 
the PTC. All reports were encouraging and gave positive feedback. For example, in one school 
a comment was made by the mentor each term for each of the twelve criteria of the PTC, 
relating to how the PCT was achieving these. For example, criteria one, ‘establish and maintain 
effective professional relationships focused on learning and well-being of all akonga.’   
Term 1: PCT interacts confidently with students, colleagues and parents. She is 
establishing relationships with the wider school community.   
Term 2: PCT engages positively with students, and is mindful of the dynamics and 
learning needs of the younger boys in her class.   
This report has a reassuring role for the PCT to let them know they are working 
towards the PTC, but it is not necessarily educative. This type of report has a role which 
appears to be a termly summative assessment and possibly fulfils an administrative 
requirement as an assessment or an appraisal. However this cannot be considered a 
developmental tool and does not fit with the educative mentoring model.   
In a second example, the professional practice report was broken into six sections 
relating to the PTC of professional relationships and professional knowledge in practice. The 
report was based on observation and discussion. Once again the report has a reassuring role 
for the PCT but was not educative. It was positive and affirming and ended with the comment, 
perhaps a type of goal, ‘carry on with reflections and adding them to your planning.’   
There did not seem to be documentation to fulfil, “How am I going?”, “Where am I 
going?”, “Where am I going next?” (Hattie & Timperley, 2007). The progress reports relate to 
“How am I going”, which meets the targets of the PTC which have to be present for achieving 
certification. However while clearly important, they sit outside educative mentoring.   
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 Meeting minutes  
The meeting time was an opportunity for a conversation around classroom practice 
with the potential to provide educative mentoring for the PCT. The documented meeting 
minutes presented evidence that the mentor took responsibility for and ensured that they 
happened on a regular basis. It appeared that the meetings dealt with current issues in the 
school environment including timetabling, reviewing last meeting, student progress, coming 
events, and presented solutions. Student’s learning and behaviour was discussed. The 
discussion of an observation was noted as having been discussed but gave no details. An 
educative focus might have included a new goal for the PCT. Any actions required were 
recorded. It is difficult to say what type of conversation went on with each recorded point.    
As discussed a gap in the mentoring process seems to be the setting of personal goals 
for the PCT in relation to their classroom practice. There was little evidence in any of the 
meeting documents, of the setting of personal goals around classroom practice and the 
revisiting of these. Instead there was a dominance of attaining the PTC in evidence in all 
documentation which seemed to be quite separate from addressing the process of educative 
mentoring.   
The lack of a clear understanding on the part of mentors, of what is involved in 
educative mentoring and the acquisition of the skills and knowledge to carry this out, is 
discussed in the section with some suggestions for moving forward.   
5.5 Chapter summary  
In this chapter the three themes of, the role of the mentor, establishing a relationship, 
and the practice of mentoring are discussed. For these themes to be come together as the 
practice of deliberate educative mentoring, the mentor must have a strong foundation of 
understanding what educative mentoring is, and establish a relationship in order for the 
practice of mentoring to peak and happen (see Figure 2, page 73).  
The first theme, the role of the mentor was highlighted by how the concept of 
educative mentoring was understood by the mentor and PCT and the training and 
professional learning received for the role. The second theme, establishing the relationship 
referred to the perceptions of the mentors and PCTs in this case study and how the 
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professional and personal relationship contributed to their mentoring. The third theme of the 
practice of mentoring discussed the activities, of informal discussions, formal meetings and 
formal observations with the potential to be educative. A recorded meeting used the lenses 
of speaking time, questioning, deconstruction and co-construction, to gauge the presence of 
educative mentoring. The formal observations were discussed using documents and one 
recording. An analysis of meeting documents, progress reports and observation feedback 
documents, indicated a lack of goal setting of personal goals with a view to improving teaching 
practice. There was an emphasis on satisfying the performance goals of the PTC. Mentor 
training and professional learning is discussed as being vital to teacher quality and in turn the 
outcomes on student learning (Achinstein & Athanases, 2006).   
The final chapter looks closely at the implications of this discussion and I examine some 
of the issues needing to be addressed for mentoring to be deliberately educative. The 
mentors’ understanding of the importance of prioritising inquiring into PCT practice, 
alongside emotional support and becoming part of the school culture, must occur.   
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CHAPTER SIX: CONCLUSION  
6.1 Chapter overview  
This concluding chapter provides an overview of the study and research findings. It 
begins by summarizing the aims of the study and the findings that addressed the research 
questions. This is followed by a discussion of implications arising from the themes identified 
for policy makers, school management, mentors and PCTs involved in the practice of 
educative mentoring. Next, the limitations of the study are explored, followed by suggestions 
for future research.   
6.2 Aims of the study  
The purpose of this study was to find what educative mentoring looked like in three 
New Zealand primary schools. The Guidelines (Education Council of Aotearoa New Zealand, 
2015a) signalled a shift from a programme of ‘advice and guidance’ with a tutor, to a 
programme of induction and mentoring with a mentor. The literature review in chapter 2 
revealed the challenge for mentors to, firstly understand what educative mentoring is and, 
secondly to learn new skills and knowledge that are involved in the process. This study 
provided an opportunity to describe how mentors and PCTs engaged in the process of 
educative mentoring.   
The following section reviews how the study addressed the research questions.  
Key question:  
What does effective educative mentoring look like in the New Zealand primary school?  
The findings described in chapter 4 suggest that the activities of emotional support 
and becoming part of the school culture which had also been present in the previous ‘advice 
and guidance’ programme were in evidence in this study. There was further support from 
school management and other teachers within the school, if the mentor was not always 
available (as in relationship one). The educative mentoring activities of regular meetings, 
observations and learning conversations were taking place but the educative elements of 
challenging questions, deconstructing and co-constructing were not always present.  
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Sub-questions:  
 The word ‘educative’ is used in relation to the induction and mentoring guidelines, 
how is this term understood by mentors and PCTs?  
  
Chapters 4 and 5 describe and interpret mentors and PCTs understanding of educative 
mentoring. There was a difference between mentors and PCTs understanding of educative 
mentoring. This suggested a lack of clarification about the educative mentoring approach 
from the start of the mentoring relationship. Mentors stated that they were using elements 
of educative mentoring but these were not often in evidence. Mentors espoused being good 
listeners but in fact talked most of the time and asked few open ended questions which 
hampered the deconstruction and co-construction processes.   
  
 How might the educative mentoring process be improved?  
  
The discussion of the findings in chapter 5 suggests that the need for training and 
ongoing professional learning be prioritised. A tutor’s work, of giving ‘advice and guidance’ 
(see Table 2, page 20) which included emotional support, becoming part of the school culture, 
and surviving these induction years, continued to be present. It is the cultivating of inquiry 
and digging into practice which is at the forefront of educative mentoring that was missing. It 
was suggested by mentors and PCTs that a sharing of scenarios and coming together as cluster 
support would be beneficial. Some suggestions for how this might happen are recorded in the 
recommendations.   
  
 What skills and knowledge do mentors still need to embed?  
  
The skills and knowledge of educative mentoring in practice (Education Council of 
Aotearoa New Zealand, 2015a, pp. 25-26) still need to be embedded. Engaging the PCT in 
deliberate professional conversations which include challenging open questions, the 
opportunity for the PCT to deconstruct (describe, analyse and discuss) and co-construct (set 
new personal goals) were discussed in chapter 5 as skills that mentors need to embed.   
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6.3 Recommendations  
This study has shown that participating mentors do not fully understand educative 
mentoring. They were going through the motions of regular meetings, formal observations 
and learning conversations but the following educative elements have been singled out for 
more focused attention. Professional learning and development of any new skill needs to be 
ongoing.  
6.3.1 Clarification of the educative mentor role  
Professional learning for mentors is absolutely essential (Feiman-Nemser, 2014). 
Feiman-Nemser (2014) clarifies the essence of being a good educative mentor as being able 
to take the performance apart, break it down, talk about it, model it, and help someone else 
learn it. One-off opportunities may be adequate if the learning involves straight forward 
transmission of information or increased awareness of new ideas (Timperley et al., 2007) but 
in the case of educative mentoring, one-off opportunities are not enough. The practice of 
educative mentoring revealed a variation between mentors. This raises the need for training.  
 Additional separate, concise booklets for mentors and PCTs which clarify the 
process of educative mentoring. What is involved for each of the stake holders?  
The publication of some new material by the Education Council to clarify the roles of 
mentor and PCT would be helpful.   
 Cluster groups for mentors to be mentored  
The building of educative mentoring networks or clusters sounds sensible and easy. 
An opportunity to share scenarios especially between experienced and new mentors was 
suggested by mentors during the study.   
6.3.2 Understanding of educative elements  
  
 Asking the challenging questions to focus the learning conversations  
Research emphasises the importance of dialogue between professionals in enriching, 
supporting and challenging learning (Cordingley, 2005). There were varying degrees of 
expertise when conducting learning conversations. Mentors had little specific training in 
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conducting learning conversations and yet this role is at the foundation of what educative 
mentoring is about. It is important that mentors are aware that they are listeners who are 
tasked with asking open ended and powerful questions, inviting the opportunity for PCTs to 
deconstruct and co-construct.  
There were missed opportunities for asking open questions to deconstruct and co-
construct during the learning conversation. Teachers were willing to ask questions but it 
seemed they did not have a powerful question at their finger-tips. For example, on page 55 
the mentor said, ‘oh’, in response to her PCTs deconstruction of a situation, but if she had said 
instead, ‘what do you think you could do now?’ it would embed the mind set of inquiry, 
deconstruction and co-construction. These are important elements of educative mentoring.  
Table 10 suggests ready questions to be used for deconstruction and co-construction.  
Table 10.  
Ready questions for deconstruction and Co-construction  
Questions for deconstruction  Questions for co-construction  
Tell me about…/ Describe to me…  
What went well today?  
What did you do not so well? Why/why not?  
Can you tell me a little more about how you 
see that?  
What had real meaning for you from what you 
observed? What surprised you? What 
challenged you?  
What’s been your major learning so far?   
Why did you choose to do it that way?  
What new connections are you making?  
How would you describe what you have 
learned?  
Why is that learning important to you?  
What do you want to achieve?  
What would you like to talk about first?  
What are your options/choices?   
What support would be helpful to achieve 
the goal?  
What is missing here that you would like to 
have?  
Look back at your goal. Is this still what you 
need/want?  
How will you know when you have 
achieved this goal?  
Have you thought about…? Would that be 
something to consider?  
Where to next?  
What needs immediate attention here?  
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6.3.3 Focus on development of the learner according to developmental needs instead of 
ticking off of the summative PTC.  
A preoccupation with the prescribed performance goals of the Practising Teacher 
Criteria ensure compliance in achieving certification as a teacher. A focus on inquiring and 
improving practice is at the forefront of educative mentoring (Feiman-Nemser & Carver, 
2012). An inquiry model is offered (see figure 3). I recommend:  
 First year mentoring relationship focus on personal inquiry and personal short term 
goal setting (PTC always present)  Second year attend to Practising Teacher 
Criteria alongside personal goals  
  
  
 
  
  
Figure 3. Mentor cycle of educative mentoring inquiry for PCTs - modified from teacher 
inquiry and knowledge building cycle (Timperley et al., 2007).  
  
What do you  
need to improve,  
in your practice  
next? (1 thing) 
Organise class  
observation 
Give feedback using  
questions to  
deconstruct 
Conduct a learning  
conversation to co - 
construct personal  
goal using evidence 
Work towards goal. Is  
your goal achieved yet? 
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6.4 Limitations of the research  
There are a number of research limitations that need to be taken into consideration 
when contemplating the trustworthiness of this study.   
Firstly, there is a limited number of participants but the three schools did give a range 
of contexts and mentors came with range of experience as mentors. Findings may have been 
different in rural schools or in primary schools in other regions. However findings were still 
able to alert the sector to possible needs within their own groups.  
Secondly, the analysis of documents was from those volunteered by the mentor. This 
limited my analysis as I would have liked the same amount of documents from each 
relationship including meeting minutes, observation, progress report and goal sheet.  
Thirdly, the questions not asked during the interview. Although I asked about the goals 
being set I didn’t realise these were almost exclusively set around performance goals of the 
PTC until I examined the documents and thought about the interviews and recorded 
meetings. I wanted to know more about personal goals. I didn’t ask the best questions around 
goal setting and I would explore this further if I went back again.   
6.5 Opportunities for future research  
During the research certain issues arose that could create possibilities for future research. 
These include:  
• An issue that most mentors and some PCTs mentioned was the lack of training and 
on-going professional learning for mentors. More research into exactly what avenues 
there are to support mentor training and professional learning is required.   
• An action research approach with mentors. This would involve support with ongoing 
training by inquiring into mentor’s practice and together deconstructing their practice. 
For example, talking about effective questioning, trying some out and then talking 
about it after.   
• Relational issues in the mentoring. How important is it to be a friend? Is a professional 
relationship enough?   
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6.6 Chapter summary  
In this chapter I have reviewed the aims of the study and how the questions were 
addressed. Three recommendations are described. The limitations for research and 
opportunities for future research are outlined.  
Teaching is evolving all the time. The importance of practices and attitudes established 
in the first few years of teaching affect retention and practice of our future teachers. 
Educative mentoring shifts the ‘tutor’ into a being a ‘mentor’ along a more rigorous and 
professional pathway of developing new teachers’ practice and acknowledging the deliberate 
business of induction and mentoring for our future teachers.  
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APPENDICES  
Appendix A: Mentor information sheet  
  
  
Research project: Mentor Information sheet.  
  
An investigation into educative mentoring for beginning teachers in 
the New Zealand Primary School  
  
Researcher  
Kaye Stannard, Victoria University of Wellington.  
  
This sheet gives you some information about this study. Please feel free to ask me 
any questions or for more information. I am undertaking this research for my Masters 
thesis. The research is being supervised by Dr Brenda Service,  
(brenda.service@vuw.ac.nz)   and Dr Kate Thornton, (kate.thornton@vuw.ac.nz) 
School of Education, Victoria University of Wellington.  
  
The purpose of my Masters research.  
  
This research study will explore how three New Zealand primary schools are currently 
implementing the educative mentoring guidelines for provisionally registered teachers 
(PRTs), established by the New Zealand Teachers Council in 2011 (p.24-25). The aim 
of this in-depth case study is to gain insights into the effectiveness of the mentoring 
relationship, with the focus on educative mentoring, in an attempt to establish how this 
contributes to the first years of teaching and outcomes for provisionally registered 
teachers. This is an opportunity for mentors and PRTs to have their say about “The 
Guidelines for Induction and Mentoring and Mentor Teachers”.  
  
Research question: What does effective educative mentoring practice look like 
in a New Zealand primary school?  
  
  
Research process and Participants  
  
As part of this research I am seeking the participation of mentor teachers and their 
PRTs. If you choose to participate, participation will consist of:  
  
 Completion of an anonymous online survey (approximately 15-20 mins).  
 Being part of a one-to-one interview (30-40 mins at school at time to suit 
mentor/PRT).  
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 Recording a PRT meeting.   
 Volunteering of secondary data to be analysed e.g. meeting minutes, 
reflections, feedback from observations, individual goals and registered 
teacher criteria data.  
  
A link to the online survey will be emailed to you upon receiving your signed consent 
form.  
One-to-one interviews will be conducted to delve deeper into the conditions required 
for educative mentoring to take place. A formal mentoring meeting will be recorded 
which will assist in exploring educative mentoring in practice. Secondary data from 
personal and official documents will be examined.  
This study aims to explore and enrich our understanding of educative mentoring in 
action and its impact on PRTs teaching and learning.  
  
Confidentiality and access to information  
The information provided is strictly confidential. You will not be identified and 
pseudonyms will be used. At the completion of the interviews and recorded meeting I 
will check with you that your comments have been recorded accurately. You will be 
given the opportunity to change or delete any comments. You may withdraw from the 
research project up until the completion of data collection (30 Nov 2014).  
No other person besides my supervisors, Dr Brenda Service/Dr Kate Thornton and I 
will see the survey or transcripts of meetings and interviews. It is intended that one or 
more articles will be submitted for publication in scholarly journals. Surveys and 
transcripts will be destroyed five years after the completion of the project.   
This research has been assessed and approved by Victoria University Faculty of 
Education Ethics Committee. If you have any ethical concerns about the research 
please contact Dr Allison Kirkman (allison.kirkman@vuw.ac.nz), ph: 04 463 5676, 
Chair of the Human Ethics Committee, Victoria University of Wellington.   
  
Your consent for this study is highly valued.  
Thank you Kaye Stannard 
kaye.stannard@vuw.ac.nz   
Ph 0273 100 160  
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Appendix B: Mentor consent form  
  
Research project: Mentor consent form  
An investigation into educative mentoring for PRTs in the New Zealand 
Primary School  
  
I agree to taking part in the above research. I have had the project explained to me and I have 
had the chance to ask any questions.   
• I understand that I will be involved in an online survey (15-20 mins), one-on-one 
interview (30-40 mins), a recording of a formal PRT meeting, and volunteering of 
secondary data (e.g. goals, meeting minutes, reflections, and/or observation 
feedback).  
• I understand that all data collected will be kept confidential and secure to the 
researcher and supervisor; the published results will not identify me.  
• I understand that I will be provided with a transcript of the interview and PRT meeting 
for checking before data analysis.   
• I understand that I can withdraw from the research project up until the conclusion of 
the data collection (30 Nov 2014).  
  
  I would like a copy of the completed research.  
  
Name_____________________  
  
Signature__________________  
  
Date______________________  
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Appendix C: PRT Information sheet  
  
  
Research project: PRT Information sheet.  
  
An investigation into educative mentoring for beginning teachers in 
the New Zealand Primary School  
  
Researcher  
Kaye Stannard, Victoria University of Wellington.  
  
This sheet gives you some information about this study. Please feel free to ask me 
any questions or for more information. I am undertaking this research for my Masters 
thesis. The research is being supervised by Dr Brenda Service,  
(brenda.service@vuw.ac.nz)   and Dr Kate Thornton, (kate.thornton@vuw.ac.nz) 
School of Education, Victoria University of Wellington.  
  
The purpose of my Masters research.  
  
This research study will explore how three New Zealand primary schools are currently 
implementing the educative mentoring guidelines for provisionally registered teachers 
(PRTs), established by the New Zealand Teachers Council in 2011 (p.24-25). The aim 
of this in-depth case study is to gain insights into the effectiveness of the mentoring 
relationship, with the focus on educative mentoring, in an attempt to establish how this 
contributes to the first years of teaching and outcomes for provisionally registered 
teachers. This is an opportunity for mentors and PRTs to have their say about “The 
Guidelines for Induction and Mentoring and Mentor Teachers”.  
  
Research question: What does effective educative mentoring practice look like 
in a New Zealand primary school?  
  
  
Research process and Participants  
  
As part of this research I am seeking the participation of mentor teachers and their 
PRTs. If you choose to participate, participation will consist of:  
  
 Completion of an anonymous online survey (approximately 15-20 mins).  
 Being part of a one-to-one interview (30-40 mins at school at time to suit 
mentor/PRT).  
 Recording a PRT meeting.   
117 
  
 Volunteering of secondary data to be analysed e.g. meeting minutes, 
reflections, feedback from observations, individual goals and registered 
teacher criteria data.  
  
A link to the online survey will be emailed to you upon receiving your signed consent 
form.  
One-to-one interviews will be conducted to delve deeper into the conditions required 
for educative mentoring to take place. A formal mentoring meeting will be recorded 
which will assist in exploring educative mentoring in practice. Secondary data from 
personal and official documents will be examined.  
This study aims to explore and enrich our understanding of educative mentoring in 
action and its impact on PRTs teaching and learning.  
  
Confidentiality and access to information  
The information provided is strictly confidential. You will not be identified and 
pseudonyms will be used. At the completion of the interviews and recorded meeting I 
will check with you that your comments have been recorded accurately. You will be 
given the opportunity to change or delete any comments. You may withdraw from the 
research project up until the completion of data collection (30 Nov 2014).  
No other person besides my supervisors, Dr Brenda Service/Dr Kate Thornton and I 
will see the survey or transcripts of meetings and interviews. It is intended that one or 
more articles will be submitted for publication in scholarly journals. Surveys and 
transcripts will be destroyed five years after the completion of the project.   
This research has been assessed and approved by Victoria University Faculty of 
Education Ethics Committee. If you have any ethical concerns about the research 
please contact Dr Allison Kirkman (allison.kirkman@vuw.ac.nz), ph: 04 463 5676, 
Chair of the Human Ethics Committee, Victoria University of Wellington.   
  
Your consent for this study is highly valued.  
Thank you Kaye Stannard 
kaye.stannard@vuw.ac.nz   
Ph 0273 100 160  
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Appendix D: PRT consent form  
  
  
Research project: PRT consent form.  
An investigation into educative mentoring for PRTs in the New Zealand Primary  
School  
  
I agree to taking part in the above research. I have had the project explained to me and I have 
had the chance to ask any questions.   
• I understand that I will be involved in an online survey (15-20 mins), one-on-one 
interview (30-40 mins), a recording of a formal PRT meeting, and volunteering of 
secondary data (e.g. goals, meeting minutes, reflections, and/or observation 
feedback).  
• I understand that all data collected will be kept confidential and secure to the 
researcher and supervisor; the published results will not identify me.  
• I understand that I will be provided with a transcript of the interview and PRT meeting 
for checking before data analysis.  
• I understand that I can withdraw from the research project up until the conclusion of 
the data collection (30 Nov 2014).  
  
  I would like a copy of the completed research.  
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Appendix E: Mentor survey questions  
  
  
Mentor Survey              
Q1 How many years’ experience do you have as a teacher?   
 Less than 3 years (1)  
 3-5 years (2)  
 5-10 years (3)  
 10+ years (4)  
  
Q2 How many years’ experience do you have as a mentor teacher?  
 Less than 2 years (1)  
 2-5 years (2)  
 5-10 years (3)  
 10+ years (4)  
  
Q3 How often do you meet with your PRT informally at school (e.g. chat)?  
 at least once a week (1)  
 few times a week (2)  
 daily (3)  
 few times a day (4)  
  
Q4 How often do you meet with your PRT formally at school (e.g. meetings, observations)?  
 once a term (1)  
 once a month (2)  
 fortnightly (3)  
 once a week (4)  
  
Q5 What time frame are your formal interactions?  
 less than 30mins (1)  
 about 30mins (2)  
 an hour (3)  
 more than an hour (4  
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Q6 Using a scale of 1-5 where 1 is strongly disagree and 5 is strongly agree please rank how 
true the following statements are.  
 
  
strongly  
disagree (1)  
Disagree (2)  
Neither  
Agree nor  
Disagree (3)  
Agree (4)  
Strongly 
Agree (5)  
My PRT sets 
their own 
goals. (1)  
               
My PRT's 
goals are co-
constructed 
with me. (2)  
               
Meeting and 
observation 
times are  
planned for  
and kept to.  
(3)  
               
During 
meetings I  
spend more  
time listening 
to my PRT 
than talking.  
(4)  
               
I use effective 
questioning to 
promote 
deeper  
thinking to  
challenge my  
PRT's 
pedagogical 
beliefs. (5)  
               
I use active 
listening when 
my PRT  
speaks. (6)  
               
I encourage 
time for 
reflection. (7)  
               
Inquiry into 
learning and  
teaching is 
standard 
practice. (8)  
               
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We engage in 
meaningful 
learning  
conversations.  
(9)  
               
I use evidence 
to back up my 
observation 
feedback. (10)  
               
I encourage 
my PRT to 
make their 
own 
decisions.  
(11)  
               
I have an  
'open door' 
policy and my  
PRT can 
approach me 
outside of  
scheduled 
meeting times. 
(12)  
               
I value the 
knowledge my  
PRT already 
has. (13)  
               
My PRT  
believes I am 
an effective 
mentor. (14)  
               
The PRT 
programme at 
this school is 
highly  
effective. (15)  
               
  
  
Q7 What formal or informal training have you had for the PRT mentor role?  
  
Q8 In what ways (if any) has the way you mentor changed over time?  
  
Q9 How are the RTC (Registered Teacher Criteria) incorporated into your interactions?  
  
Q10 How might the induction and mentoring programme in this school be improved?  
  
Q11 How have you used the blue handbook "Guidelines for Induction and Mentoring and 
Mentor Teachers 2011" and what parts have you found helpful and why?  
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Q12 Do you consider yourself to be mentoring in line with the "Guidelines for Induction and 
Mentoring and Mentor Teachers 2011" and in an 'educative' manner?  
 Yes (1)  
 No (2)  
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Appendix F: PRT Survey questions  
  
  
PRT Survey                 
  
Q1 What year PRT are you?  
 1st year (1)  
 2nd year (2)  
  
Q2 How often do you meet with your mentor informally at school (e.g. chat)?  
 at least once a week (1)  
 few times a week (2)  
 daily (3)  
 few times a day (4)  
  
Q3 How often do you meet with your mentor formally at school (e.g. meetings, observations)?  
 once a term (1)  
 once a month (2)  
 fortnightly (3)  
 once a week (4)  
  
Q5 What time frame are your formal interactions?  
 less than 30mins (1)  
 about 30mins (2)  
 an hour (3)  
 more than an hour (4)  
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Q6 Using a scale of 1-5 where 1 is strongly disagree and 5 is strongly agree please rank how 
true the following statements are.  
 
  
strongly 
disagree (1)  
Disagree (2)  
Neither Agree 
nor Disagree  
(3)  
Agree (4)  
Strongly Agree  
(5)  
I set my own 
goals. (1)                 
Goals are 
coconstructed 
with my 
mentor  
teacher. (2)  
               
Meeting and 
observation 
times are  
planned for  
and kept to.  
(3)  
               
During 
meetings my 
mentor  
spends more  
time listening  
than talking.  
(4)                 
My mentor  
uses effective 
questioning  
to promote 
deeper  
thinking and  
challenge my 
pedagogical 
beliefs. (5)                 
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My mentor 
uses active 
listening  
when I speak.  
(6)  
               
 
Time is given 
for reflection  
on practice.  
(7)  
               
Inquiry into  
learning and  
teaching is 
standard 
practice. (8)                 
I am aware 
that our 
learning  
conversations 
are  
meaningful.  
(9)  
               
My mentor 
uses evidence 
to back up  
observations 
and give  
feedback.  
(10)  
               
I am 
encouraged to 
make my own 
decisions.  
(11)  
               
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My mentor 
has an 'open 
door' policy 
and I feel I  
can approach 
them outside  
of scheduled 
meeting 
times. (12)  
               
My mentor 
teacher  
values the  
knowledge I  
already have.  
(13)  
               
I am given 
adequate  
support as a  
PRT. (14)  
               
The PRT 
programme  
at this school 
is highly 
effective. (15)  
               
   
Q7 In what ways (if any) has the relationship with your mentor changed over time?  
  
Q8 How are the RTC (Registered Teacher Criteria) incorporated into your interactions?  
  
Q9 How might the induction and mentoring programme in this school be improved?  
  
Q10 How has the blue handbook "Guidelines for Induction and Mentoring and Mentor 
Teachers 2011" been incorporated in your induction programme?  
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Appendix G: Mentor interview outline  
  
  
Welcome   Hi ……………, I appreciate your time.  
 There are no right or wrong answers – want to know your opinions.  
 The interview should take about 30 minutes.  
Purpose   The purpose of this interview is to hear about your experiences as a mentor 
of a PRT and in particular what works, and what does not in this mentor-PRT 
relationship.   
 I’m completing my thesis on educative mentoring and how this contributes 
to the PRTs first two years. This interview will help inform this research.  
Guidelines   I’ll just remind you that the audio recording will be transcribed and you will 
have the opportunity to peruse the transcript and make any changes to 
inaccuracies or errors.   
 To ensure your anonymity you will be assigned a pseudonym for the 
transcript, the data analysis and the final thesis.  
 If anyone else is identified in the interview this identity will be kept 
confidential to my supervisor and myself.  
 The recording will be destroyed after 5 years of the conclusion of the project.  
 Do you have any questions about the process?  
Warm up/  
build 
rapport  
Tell me a little about yourself and how this year is going. We’ll 
move onto the interview now.  
  
Interview  Topic questions  Supporting questions  
  You the mentor  How do you see your role as a mentor in this 
setting?  
What skills do you think mentors need you have?  
How do you see yourself?  
  The relationship  
enablers/barriers/implications  
What skills/attributes do you think PRTs need to 
have?  
Tell me about the skills/attributes your PRT has?  
How would you describe your relationship with 
your PRT? (look like? feel like?)  
How has the relationship changed over time?  
What do you get from this mentoring 
relationship?  
  Educative mentoring & RTC  
   
The word educative is used in relation to the 
Induction & Mentoring Guidelines.   
What does this mean to you?  What is your 
experience of educative mentoring?  
What has worked for you and your PRT? What 
specifically is effective? How do you know? Tell 
me about your success as an educative 
mentor.  
How do the RTC impact/work for you?  
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  Professional Learning 
What do you do in order to 
develop professionally? (as 
a mentor)  
What support should mentor teachers 
receive to carry out the role effectively? What 
contact do you have with others mentors?  
  How do you think your PL around mentoring 
might be enhanced?  
  My Research Question What 
does effective educative 
mentoring look like in the New 
Zealand primary school?  
What is the most important thing for you in 
mentoring?  
How is this achieved in your own work?  
Question 
strategies  
(questions modified from 
OrlandBarak,L., Hasin, R. (2010)) 
and reflective questions 
(Guidelines …2011, p7)  
Use wait time.  
Probing   
Could you tell me more about your thinking on 
that?  
Can you think of another example there?  
Can you describe that a bit more?  
Interpreting & clarifying You 
mean that…?  
Is it correct that you feel…?  
Does the expression…cover what you have just 
expressed?  
End of 
interview  
Do you have anything you want to add that we have not talked about? Thank 
you for your time and contribution.  
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Appendix H: PRT interview outline  
  
Welcome   Hi ……………, I appreciate your time.  
 There are no right or wrong answers – want to know your opinions.  
 The interview should take about 30 minutes.  
Purpose   The purpose of this interview is to hear about your experiences as a PRT and 
in particular what works, and what does not work in your relationship with 
your mentor.   
 I’m completing my thesis on educative mentoring and what effective 
educative mentoring looks like in practice. This interview will help inform 
this research.  
Guidelines   I’ll just remind you that the audio recording will be transcribed and you will 
have the opportunity to peruse the transcript and make any changes to 
inaccuracies or errors.   
 To ensure your anonymity you will be assigned a pseudonym for the 
transcript, the data analysis and the final thesis.  
 If anyone else is identified in the interview this identity will be kept 
confidential to my supervisor and myself.  
 The recording will be destroyed after 5 years of the conclusion of the 
project.  
 Do you have any questions about the process?  
Warm up/  
build 
rapport  
Tell me a little about yourself and how this year is going. We’ll 
move onto the interview now.  
Interview  You as a PRT  
  
Supporting questions  
Tell me about the supports in place for you as a 
PRT in this setting.  
How would you describe your mentors work 
with you?  
What are you learning? Try to be specific.  
  The relationship  
enablers/barriers/ implications   
What skills do you think mentors need to have?  
Tell me about the skills and knowledge your 
mentor has?   
How would you describe your relationship with  
your mentor? (look like? feel like?) What 
in your opinion makes her/him 
effective/ineffective?  
  Educative mentoring & RTC  
  
The word educative is used in relation to the 
Induction & Mentoring Guidelines.   
What does that mean to you? What is your 
experience of educative mentoring?   
How do the RTC impact/work for you?  
  Research Question  
What does effective educative 
mentoring look like in the New 
Zealand primary school?  
What do you get from an educative mentoring 
relationship? (in ref to guidelines)  
Is this what you need? What else do you need?  
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Question 
strategies  
  Use wait time.  
Probing   
Could you tell me more about your thinking on 
that?  
  Can you think of another example there?  
Can you describe that a bit more?  
Interpreting & clarifying You 
mean that…?  
Is it correct that you feel…?  
Does the expression…cover what you have just 
expressed?  
End of 
interview  
Do you have anything you want to add that we have not talked about? Thank 
you for your time and contribution.  
  
